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ABSTRACT
Mongkolrat, Raveema. The Impact of Question-Answer Relationships on Thai Reading
Comprehension of Economically Disadvantaged Students: A Mixed Methods
Study in Thailand. Published Doctor of Philosophy dissertation, University of
Northern Colorado, 2017.
Thailand’s education has not succeeded in meeting the Ministry of Education
Thailand’s goals for Thai language. The problem manifests in students’ substandard Thai
reading comprehension. Results of the Thailand’s standardized national test showed that
students, especially those with economical disadvantages, have performed poorly in Thai
reading comprehension for many consecutive years. A confounding factor could be the
dearth of evidence-based comprehension instruction in Thai classrooms. This mixed
methods study examined the effectiveness of Question-Answer Relationships, which is
an evidence-based comprehension strategy, in a Thai reading classroom. Fifty-seven
fifth graders and one teacher participated in the study. The quantitative research design
was quasi-experimental, including both a control group and pre-post test design. Results
showed evidence that the strategy helped the treatment group to significantly improve
and outperform the control group in Thai reading comprehension tests. The qualitative
research design employed case studies to examine the perspectives about reading
comprehension of the treatment group versus the control group, and the teacher’s
perspectives before and after teaching Question-Answer Relationships. Qualitative
findings yielded insights into the positive impact of the strategy on the treatment group’s
and the teacher’s perspectives of reading comprehension. Because this study was the first
iii

to investigate Question-Answer Relationships in the Thai language, there is a need for
continual future research to build an incremental amount of the strategy’s evidence of
success in Thai classrooms.
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CHAPTER I
INTRODUCTION
As we all know, Thailand’s education nowadays is declining tremendously.
There are problems that cannot be solved in a short period of time. The problems
are chronic, and they have become a common sight. People that are affected by
the problems are our children and youth. (“Five problems of Thailand’s
education,” 2014, para. 1)
The above-translated message was posted in Thai language by the Eduzones
website, an award-winning Thai website initiated and administered by a group of Thai
educators from schools and universities nationwide and the most visited educational
website in Thailand (“About Eduzones,” n. d.). They identified five key problems facing
Thailand’s education: (a) student outcomes, (b) quality of teachers, (c) unemployed
graduates, (d) universities’ focus on easy programs to recruit a lot of students for their
business purposes, and (e) a shortage of research (see http://blog.eduzones.com). Two of
the problems directly concern this study. The problems are student outcomes and a
shortage of educational research.
In this chapter, I discuss the two above-mentioned problems of Thailand’s
education that grounded this study. The discussion is specific to the problem of Thai
reading comprehension education, which was the focus of the study. First, I discuss the
importance of reading comprehension. Second, I outline the problems. Third, I explain
the significance of this study. Fourth, I present the purpose of the study and the research
questions. Finally, definitions of the key terms are provided.
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The Importance of Reading Comprehension
Reading comprehension is the ultimate goal of teaching reading (Adams,
Treiman, & Pressley, 1998). A student’s ability to decode words accurately and fluently
is not enough for learning achievement; he or she must also be able to extract meaning
from the text being read (Berkeley, Scruggs, & Mastropieri, 2010). As students move
from “learning to read” in the primary grades to “reading to learn” in the later grades,
reading comprehension becomes increasingly important as content area readings become
more complex (Gajria, Jitendra, Sood, & Sacks, 2007). Hence, failing to master reading
comprehension can result in students’ academic failure and school dropout (Sabornie &
deBettencourt, 2009; Slavin, Cheung, Groff, & Lake, 2008). Because of this, I am
interested in evidence-based interventions that promote students’ mastery of reading
comprehension.
Let us look at the importance of student reading comprehension within the context
of this study, Thailand. Thailand has its unique Thai language; it is the official language
of the nation and the mother tongue of Thai people. In the Basic Education Core
Curriculum (Ministry of Education Thailand, 2008), the Ministry of Education Thailand
stated why it is necessary to learn Thai language. The basic goals are for the language to
serve as a tool for students to obtain knowledge, engage in high-order thinking, make
decisions, solve problems, and create opportunities in life. The goal at a profound level is
for Thai children and youth to appreciate and be proud of Thai language as a unique Thai
culture. As the Ministry stated, Thai language is “the medium of expression of our
ancestors’ wisdom regarding culture…representing a treasure of the highest value,
worthy of learning, conserving and transmitting to succeeding generations as a permanent
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feature of the Thai nation” (Ministry of Education Thailand, p. 42). Mastering Thai
reading comprehension is critical to these goals. Yet, have they been met, and why or
why not? The next section is about the problems meeting these goals.
Reading Comprehension and Problems of
Thailand’s Education
Student Outcomes
According to the National Institute of Educational Testing Service (NIETS), data
showed persistently low achievement of Thai students in Thai language, as measured by
the Ordinary National Education Test (O-NET) (“Inquire basic statistics nationwide,”
n. d.). The Ordinary National Education Test, organized by NIETS, is Thailand’s
national test of academic proficiency of students in Grades 6, 9, and 12, based on the
Basic Education Core Curriculum. Student academic proficiency is assessed in the core
subject areas, Thai language included. Thai language proficiency is assessed in six areas:
reading, writing, listening, speaking, grammar, and literature (“NIETS,” n. d.).
Therefore, students taking Thai language tests need to have reading comprehension
competency to not only answer comprehension questions in the areas of reading and
literature, but also understand the test content in all the areas. The Ordinary National
Education Test results showed that students have had low performance in Thai language
test for many consecutive years (“Inquire basic statistics nationwide,” n. d.). Take the
years 2010 to 2015 for example, the average Thai language scores of students across the
three grade levels were all below 50%, with 46.35%, 43.61%, and 47.85% for Grades 6,
9, and 12, respectively. For other subject areas, the results were similar. In taking
content-area tests, such as science and social studies, reading comprehension competency
is also essential. Hence, the factors affecting student performance on content-area tests
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could not be only content-area knowledge, but also incompetence in Thai reading. The
notion that students had difficulty with reading comprehension in taking O-NET was
confirmed by a survey of 1,102 students who took O-NET. The students complained that
the O-NET tests were too hard, and it was mainly because they did not comprehend the
test questions and answer choices (“Suan Dusit Poll,” 2011). Data on student outcomes
on O-NET and students’ view on the test indicate a need to improve Thai students’
reading comprehension.
It is important to note that students in the capital city, Bangkok, performed better
on O-NET than students in upcountry provinces (“Education inequality: Danger,” n. d.).
In Thailand, the poverty rate is higher in upcountry provinces than in Bangkok (“Ruralurban poverty,” 2014). In addition, in Thailand’s upcountry provinces, a greater
percentage of the population resides in rural areas than in urban areas (“Thailand’s
population,” 2015), and poverty is more concentrated in rural than urban areas (“Ruralurban poverty,” 2014). This information suggests performance disparity of students from
different socioeconomic backgrounds. The other information that suggests the
relationship between socioeconomic status (SES) and student performance is that
students from laboratory schools performed better than those from public schools, and
students in laboratory schools are from families with higher SES than those in public
schools (“Education inequality: Danger,” n. d.). The Thai media critiqued that the
disparity of student outcomes was a result of unequal education quality. They stated that
public schools, especially rural schools, face the problem of insufficient budgets, so they
have less teacher resources as well as resources on pedagogical know-how when
compared to well-off schools (“O-net results and disparity,” 2010; “Opinion:
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Government school,” 2015). Considering an urgent need to improve Thai reading of
economically disadvantaged students in Thailand, this student population was the focus
of the study.
Why are Thai students performing poorly on the standardized national test? This
topic has been receiving wide criticism from the Thai media. For example, the Kom
Chad Luek newspaper reported the critique made by the Thailand Education Deans
Council that while students’ analytical thinking skill is required to answer O-NET
questions, Thai schools still focus on rote-memory teaching (“O-net results reflect,”
2014). Critiques in other media were consistent with that reported by Kom Chad Luek;
they criticized rote-memory teaching and called for action on teaching students analytical
thinking and decision-making (e.g., Fernquest, 2011; “O-net set for redesign,” 2012;
“Opinion: Government school,” 2015). Furthermore, the afore-mentioned survey with
students that took O-NET showed that students viewed O-NET tests, especially Thai
language tests, as having too many analytical questions (“Suan Dusit Poll,” 2011). The
issue that Thai teachers insufficiently teach students thinking skills was also found in a
research study on Thai teachers’ question-asking practice in teaching reading
comprehension (Changpakorn, 2007). The study showed that Thai reading teachers
focused on asking rote-level comprehension questions; they rarely asked higher-level
questions. According to this study, the teachers viewed rote-level questions as a means to
check whether students comprehended what they read. Though they understood that
inferential questions would promote students’ thinking skills, they did not focus on
asking inferential questions in their practice. This phenomenon indicates a gap between
policy and practice. Recall that the Ministry of Education Thailand (2008) emphasizes
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the importance of Thai reading as a tool for students to engage in higher-order thinking,
make decisions, and solve problems in life. The real practice is not in response to the
Ministry’s Basic Education Core Curriculum.
One reason that might explain Thai teachers’ persistent practice of rote-memory
teaching is the long-rooted Thai tradition of using a teacher-centered instructional
approach. This tradition is deeply implanted in the Thai hierarchical culture in which
children must respect and obey adults. Therefore, Thai teachers have been used to
teacher-directed instruction where students are passive recipients of transferred
knowledge. This approach of instruction lacks student training in analytical thinking and
self-regulation. With respect to reading comprehension, it does not promote students
being independent comprehenders. The type of comprehension instruction that
emphasizes self-regulation strategy and helps students move toward independent use of
the strategy is cognitive strategy instruction (Harris, Graham, Brindle, & Sandmel, 2009;
Krawec & Montague, 2012). Most important, cognitive strategy instruction is evidencebased. Researchers in the United States of America (USA) synthesized studies on
comprehension instruction and found the evidence of the largest effect size for cognitive
strategy instruction (Berkeley et al., 2010; Gajria et al., 2007; Jitendra, Burgess, & Gajria,
2011; Slavin et al., 2008). Considering the evidence as well as that cognitive strategies
are not taught in Thai classrooms, I focused on cognitive strategy instruction in this
study.
So far, we have learned that students have been performing poorly in the national
test in Thai language and other content areas in which Thai reading comprehension is
essential. We have learned that students from low-SES families performed more poorly
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than those from higher-SES families. We have learned that Thai teachers use rotememory teaching that does not help students to become independent comprehenders. We
also know that cognitive strategy instruction promotes both comprehension and selfregulation that Thai students lack. In sum, we have learned about the problem of student
outcomes in Thailand.
The other problem of Thailand’s education that grounded this study is a shortage
of educational research. In this section, I touched briefly on research in the USA that
supports cognitive strategy instruction. What about research in Thailand?
Research Shortage in
Thailand
Earlier in this chapter, I introduced Eduzones, a Thai educational website that
posted Thailand’s education problems. According to Eduzones, research is crucial to the
development of education, but Thai universities have yet to improve in the number of
published research manuscripts. In 2005, there were approximately only 2,000 published
research manuscripts despite the fact that there were about 50,000 university educators in
Thailand. Therefore, the quantity of research represented less than one published paper
per educator. In addition, of over 100 Thai universities, 90% of published research
manuscripts were from only 8 universities (“Five problems of Thailand’s education,”
2014).
More recently, the Daily Infographics website (“The top 40 countries,” 2014)
reported the top 40 countries by number of research papers published in 2014. Thailand
ranked number 40, with 5,190 published research papers. This number shows an increase
of 61.50% from the year 2005. It suggests that research is receiving more attention from
Thai educators in higher education. However, Thailand was still behind many other

8
Asian countries. Comparing the three Southeast Asian countries that ranked among the
top 40, Thailand was ranked after Singapore (8,768 papers) and Malaysia (6,565 papers).
In addition, the five Asian countries outside Southeast Asia that ranked in the top 40
(China, India, Japan, South Korea, and Taiwan) each published over 24,000 papers in
2014. So, though Thailand is improving in research, there is room to develop further. I
view that the development should be beyond research quantity; attention should also be
given to research topics in need. The following is a discussion on Thailand’s research in
reading comprehension instruction. It focuses on cognitive strategy instruction, the type
of instruction that promotes self-regulation that Thai students need, and the focus of this
study.
The database on Thai university educators’ published research was not accessible.
The accessible research database in Thailand compiles theses and dissertations of only
Thai graduate students in Thai universities. The database is the Thai National Research
Repository (TNRR) (see http://www.tnrr.in.th). Note that the TNRR website is linked
only to research abstracts, not to the actual studies. Based on the TNRR database
regarding research in reading comprehension between 1988 and 2014, 70 studies
investigated the effectiveness of comprehension instructional methods. Three important
observations about the studies were as follows. First, the quantity of studies in Englishas-a-second-language (ESL) classrooms was twice as many as the quantity of studies in
Thai reading classrooms. Second, only 20% of all the studies examined comprehension
strategy instruction. Of these studies, only a few used cognitive strategy instruction that
had extensive evidence to promote comprehension in research studies. The evidencebased cognitive strategies were: (a) Collaborative Strategic Reading (CSR), (b) Question-
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Answer Relationships (QAR), and (c) Reciprocal Teaching (RT). It was good to learn
that evidence-based cognitive strategy instruction has been investigated in Thailand
though there were not many studies. However, the third and most important observation
was that CSR, QAR and RT were examined only in ESL classrooms. When expanding
the search into international research databases (i.e., EBSCOhost, GoogleScholar, and
ProQuest Dissertations and Theses database), the results yielded no research on the use of
cognitive strategy instruction in teaching Thai reading comprehension.
The above information indicates an acute shortage of research on the use of
evidence-based cognitive strategy instruction in teaching Thai reading comprehension.
Therefore, besides the Thai tradition of a teacher-centered instructional approach, as
discussed earlier, a shortage of research could be another reason evidence-based strategy
instruction has not reached Thai reading classrooms. A survey with Thai reading
teachers in both Bangkok and Thailand’s upcountry provinces indicated the teachers’
lack of both practice in and knowledge of evidence-based comprehension instruction
(Mongkolrat, 2014). The survey showed that Thai reading teachers’ practice was mostly
asking students to answer oral brief comprehension questions and asking students to
summarize texts or retell stories. Furthermore, over 70% of Thai reading teachers in the
survey were not even aware of evidence-based comprehension instruction. The lack of
practice could be due to the lack of knowledge.
In this section, the main thing I have shared is that there is an acute shortage of
research on the use of evidence-based cognitive strategy instruction in teaching Thai
reading comprehension. In addition, I have shared that Thai reading teachers have
limited knowledge of evidence-based comprehension instruction and that cognitive
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strategy instruction has not reached Thai reading classrooms. These problems and the
problem of student outcomes in Thai reading, as presented earlier, should raise the alarm
among Thailand’s education policy makers, Thai language arts educators and Thai
researchers, especially when Thai language is the mother tongue of Thai people. An
initial step toward addressing the problems is to improve Thailand’s research in the area
of using evidence-based cognitive strategy instruction in teaching Thai reading
comprehension.
Significance of the Study
Based on an extensive search of accessible research databases, it was very likely
that this study was the first to examine the use of evidence-based cognitive strategy
instruction in teaching Thai reading comprehension. The cognitive strategy under
investigation in this study was QAR. In brief, the tenet of QAR is teaching students to
recognize information sources to answer four types of comprehension questions at both
the literal-recognition level and the inferential level (Raphael & Au, 2005).
Why Question-Answer Relationships?
I chose to examine the QAR strategy for two reasons. First, as mentioned earlier,
Thai teachers focus on asking rote-level comprehension questions. With QAR’s four
types of questions, Thai students will learn to answer comprehension questions at both
the literal-recognition level and the inferential level, which will promote their thinking
skills. Second, QAR is an evidence-based cognitive strategy that has been shown to
improve comprehension in research conducted in the USA (e.g., Graham & Wong, 1993;
Raphael & McKinney, 1983; Raphael & Pearson, 1985). However, the strategy has not
been researched in Thai reading classes. In special education, we give importance to
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evidence-based interventions and are interested in learning whether any given
evidence-based intervention will generalize to different populations. With the QAR
extensive evidence of success in the USA, I predicted that the strategy would yield
positive results on Thai reading comprehension as it did on English reading
comprehension.
Value of the Study
This study will open a new door for Thailand’s education in Thai reading.
Introducing QAR to Thai reading classrooms will address the Ministry of Education
Thailand’s (2008) goals for Thai language. The Ministry stated, “Thai language provides
a tool for seeking knowledge and experiences from various sources of data and
information in order to acquire knowledge and engage in processes of analytical, critical
and creative thinking...” (p. 42). As mentioned earlier, mastering Thai reading
comprehension is critical to these goals. The study was conducted in hopes of bringing
new evidence-based comprehension instruction to Thai students to improve their reading
comprehension in their mother tongue. Furthermore, the study will contribute to the Thai
reading education field in terms of professional development for Thai reading teachers
that I plan to conduct in the future. To conduct professional development, it is important
that evidence of the trained practice be presented to teachers (Boardman, Argüelles,
Vaughn, Hughes, & Klingner, 2005). Though QAR has shown evidence of success in the
USA, including QAR’s evidence in the Thai context will make the professional
development more relevant and convincing to Thai teachers.
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Purpose of the Study
The purpose of this study was to explore the impact of QAR on the Thai reading
comprehension of economically disadvantaged students in Thailand as well as on the
students’ and the teacher’s perspectives of learning and teaching reading comprehension.
The following questions guided the study:
Q1

Does the Thai reading comprehension performance of the students taught
with QAR differ from that of the students taught with traditional
comprehension instruction?

Q2

Does the Thai reading comprehension performance of the students taught
with QAR improve when compared to their performance when taught with
traditional comprehension instruction?

Q3

How does learning QAR impact the students’ perspectives about learning
reading comprehension?

Q4

How does teaching QAR impact the teacher’s perspectives about teaching
reading comprehension?
Definition of Terms

Cognitive strategy instruction. Cognitive strategy instruction (CSI) refers to
“an explicit instructional approach that teaches students specific and general cognitive
strategies to improve learning and performance by facilitating information processing.
CSI embeds metacognitive or self-regulation strategies in structured cognitive routines
that help students monitor and evaluate their comprehension” (Krawec & Montague,
2012, para. 1).
Economically disadvantaged children. Thailand’s Office for Promotion of the
Learning Society and Quality of Youth defined the term economically disadvantaged
children as “children from families with the average household income per year of
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40,000 Baht or less” (“Disadvantaged children,” 2013, p. 9). (Note that one U.S.
dollar is equivalent to approximately 35 Thai Baht, as of December 2015.)
Evidence-based instruction. The term refers to “programs that have been found
to be effective based on the results of rigorous evaluations” (Cooney, Huser, Small, &
O’Connor 2007, para. 3). A rigorous evaluation usually involves either an experimental
design or a quasi-experimental design (Cooney et al.).
Reading comprehension. According to Harris and Hodges (1995), reading
comprehension refers to “intentional thinking during which meaning is constructed
through interactions between text and reader” (p. 207). It involves “knowledge of word
and phrase meanings, interpretation of sentences, construction of the main ideas, making
connection between what is read with prior knowledge of the world, and the deployment
of strategies to clarify and remember the content” (Moats, 2005, p. 8).
Chapter Summary
In this chapter, I presented how this study would serve as an initial step toward
solving two problems of Thailand’s education: poor student outcomes and a shortage of
educational research. For the first problem, results of the Thailand’s national test of
academic proficiency showed an urgent need to improve reading comprehension and
analytical thinking of Thai students, especially those from low-SES families. Students’
lack of these skills is a result of Thai traditional pedagogy that focuses on rote-memory
teacher-directed teaching, which does not enable students to become independent reading
comprehenders. According to research evidence in the USA, cognitive strategy
instruction promotes students becoming independent reading comprehenders. Hence,
this study investigated QAR. It is the cognitive strategy that is evidence-based and
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consists of comprehension question types at both the literal-recognition level and the
inferential level, which helps with analytical thinking skills that Thai students lack. For
the second problem, research shortage, little has been examined regarding reading
comprehension instruction. Most important, no studies have examined cognitive strategy
instruction in Thai reading classrooms. Examining cognitive strategy instruction such as
QAR in teaching Thai reading is an initial step toward addressing the Ministry of
Education Thailand’s (2008) goals for Thai language to serve as a tool for students to
obtain knowledge, engage in high-order thinking, make decisions, solve problems, and
create opportunities in life.
The next chapter, Chapter II, provides a review of the literature relevant to this
study. Chapter III presents the research methodology, including data collection and data
analyses. Chapter IV reports results and findings from the data analyses. The final
chapter, Chapter V, discusses the study results, limitations of the study as well as
research and practical implications.
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CHAPTER II
LITERATURE REVIEW
This study aimed to examine the effect of QAR, evidence-based cognitive
strategy instruction, on the Thai reading comprehension of economically disadvantaged
children in Thailand. A review of the literature in this chapter consists of four main
sections involving the study. The first section delineates what the Ministry of Education
Thailand expects Thai students to master in terms of Thai reading comprehension. The
second section discusses desired comprehender characteristics and relevant theories. The
third section explains why economically disadvantaged children tend to have
comprehension difficulty. The final section describes cognitive strategy instruction and
presents evidence of its effectiveness in promoting comprehension for diverse students,
including economically disadvantaged students.
Thailand’s Basic Education Core Curriculum
and Reading Comprehension
In Chapter I, I presented the Ministry of Education Thailand’s goals for Thai
language in the Basic Education Core Curriculum. Educationally, the language should
serve as a tool for Thai students to acquire knowledge, engage in higher-order thinking,
make decisions, solve problems, and create opportunities in life. Another goal is for the
language to be appreciated and valued as a nation’s unique treasure (Ministry of
Education Thailand, 2008). In this section, I delineate what the Ministry has determined
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that students acquire in order to achieve the goals. It provides a clearer picture of the
Ministry’s view on the critical role of Thai reading comprehension.
In keeping with the goals, the Ministry of Education Thailand (2008) identified
the Thai language skills students must acquire: reading, writing, listening, viewing,
speaking, literature and literary work, and the principles of usage of Thai language. For
the reading skills, in particular, students must learn to: (a) pronounce words; (b) read
sentences, literature and different kinds of compositions; and (c) read to oneself for
comprehension and for acquiring thinking skills in analyzing and synthesizing knowledge
from the readings in order to apply them in daily life. Reading is the first standard under
Thai language in the Basic Education Core Curriculum. The standard is T1.1, which is
described by the Ministry as “Application of reading process to build knowledge and
thoughts for decision-making and problem-solving in life, and encouraging acquisition of
reading habit” (Ministry of Education Thailand, p. 46). Under Standard T1.1, reading
comprehension permeates in the grade-level indicators across all grades (Appendix A).
Examples of the comprehension indicators in each grade range are as follows. For
Grades 1 to 5: (a) answer questions about what has been read; (b) explain meanings of
words, sentences and idioms from what has been read; and (c) differentiate between facts
and opinions. For Grades 6 to 8: (a) apply knowledge and thoughts from what has been
read for decision-making to solve problems; (b) follow instructions in manuals on
application of tools or appliances at a more difficult level; and (c) read various books,
articles, or writings and assess value of concepts obtained from what has been read and
apply it to life. For Grades 9 to 12: (a) interpret and assess value of concepts obtained
from what has been read and apply it to life; (b) answer the questions about what has
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been read within time limit; and (c) synthesize knowledge from reading newspapers,
electronic media, and various learning sources for self-development and educational and
occupational development (Ministry of Education Thailand, 2008).
The above information shows that the Ministry of Education Thailand (2008) has
expectations for Thai students to not only demonstrate that they understand what they
read, but also be able to analyze and evaluate what has been read for real-life application.
As discussed in Chapter I, O-NET was designed based on the Basic Education Core
Curriculum (“NIETS,” n. d.). Yet, Thai students have failed to perform well on O-NET
year after year (“Inquire basic statistics nationwide,” n. d.). They complained that they
did not understand the test questions and answer choices, and that the test contained too
many analytical questions (“Suan Dusit Poll,” 2011). The missing link between the
curriculum and the student performance on O-NET lies in the way we teach our Thai
students. In Chapter I, I discussed about Thai teachers’ lack of teaching students selfregulation and analytical thinking due to their focus on teacher-directed instruction.
However, teachers cannot be there to direct students in test taking, or more importantly,
in real life. The point that students need self-dependence cannot be emphasized enough
when it comes to reading comprehension, the skill critical to both in-school and
postschool achievements. So, what characteristics should teachers instill in students so
that they have self-dependence in reading comprehension? This topic is discussed in the
next section.
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Desired Reader Characteristics and
Relevant Theories
Desired Reader Characteristics
An excellent source on desired reader characteristics is Deshler, Ellis, and Lenz
(1996). They described good readers’ behaviors by dividing the behaviors into before,
during and after reading.
Before reading. According to Deshler et al. (1996), five characteristics that good
readers have before reading are as follows. Good readers (a) activate prior knowledge,
(b) understand task and set a reading purpose, (c) have self-motivation to read, (d) make
positive self-statements about their readings, and (e) use appropriate strategies for the
reading task.
During reading. Good readers continue their effective reading behaviors to the
during-reading point. They (a) are focused, (b) monitor their comprehension and are
aware of what is being understood, (c) anticipate and predict, (d) are able to use fix-up
strategies when comprehension breaks down, (e) are able to use context to assist with
comprehension, (f) recognize text structure and use it to help with comprehension, and
(g) can organize and integrate new information (Deshler et al., 1996).
After reading. Good readers (a) reflect on what was read, (b) summarize main
ideas, (c) seek more information from outside sources, and (d) believe that success is a
result of their effort (Deshler et al., 1996). These after-reading characteristics of good
readers show that they go beyond making sense of what they read.
Based on the characteristics as described above, I summarize that there are four
main characteristics that good readers possess. First, they have effective reading
behaviors at all points of reading. Second, they use prior knowledge to help with
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acquiring new knowledge. Third, they use appropriate strategies to assist with their
comprehension. Fourth, they are motivated to read and to learn more about what they
read. The first three characteristics directly concern reading comprehension skill. They
are discussed in relation to relevant theories in the following section.
Relevant Theories
The role of schema in comprehension. A schema is “a hypothetical mental
structure for representing generic concepts stored in memory” (Recker, 2010, para. 5).
Recker (2010) explained that individuals create schemata through experience with
people, objects, places, and events in the world. Originally, Bartlett proposed the concept
of schema in 1932 to explain how information in stories and events is reconfigured in
memory for further recall (Nassaji, 2007). Decades later, Anderson, a respected
educational psychologist, developed the concept into a theoretical framework in the
1970s and 1980s to describe the structure and the role of knowledge in the mind (Little &
Box, 2011; Nassaji, 2007). In brief, a schema is the mental map of prior knowledge
stored in the memory of a person for further recall.
As mentioned earlier, one main characteristic of good readers is using prior
knowledge to help with understanding new knowledge. This characteristic reflects the
role of schema in reading comprehension. Anderson and Pearson (1984) stated that
schemata support readers in initially making sense of what they read, relating newly
acquired information to prior knowledge, determining the relative importance of
information in a text, making references, and remembering. Anderson and Pearson’s
statement shows the importance of the interaction between the reader’s prior knowledge
and the text being read. Kitao (1990) contended that this interaction enables
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comprehension to occur. Savage (1998) provided an example of how this is
demonstrated—that when preschool children encounter stories through books, oral
storytelling, and the media, the stories become part of the schemata they can use when
they learn to read; previous knowledge will be activated when they see familiar words
and concepts in print. As Moats (2005) described, reading comprehension involves
“making connection between what is read with prior knowledge of the world” (p. 8).
Thus, one way teachers can support students in building desired reader characteristics is
by encouraging them to connect what they are reading (new knowledge) to their
schemata (prior knowledge).
The role of metacognition in comprehension. Flavell originally conceptualized
metacognition (Larkin, 2010). Flavell’s (1976) conceptualization of metacognition is as
follows:
In any kind of cognitive transaction with the human or non-human environment, a
variety of information processing activities may go on. Metacognition refers,
among other things, to the active monitoring and consequent regulation and
orchestration of these processes in relation to the cognitive objects or data on
which they bear, usually in service of some concrete goal or objective. (p. 232)
Flavell (1979) developed a model of metacognition that includes: (a)
metacognitive knowledge, (b) metacognitive experiences, (c) goals or tasks, and (d)
actions or strategies. He also explained these components. Metacognitive knowledge
refers to general knowledge about how human beings learn and process information as
well as individual knowledge of one’s own learning processes. For example, a child is
aware that he or she is better at language than mathematics when compared to peers.
Metacognitive experiences are any conscious cognitive or affective experiences that go
along with and relate to any intellectual enterprise. For example, a child’s metacognitive
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experience is the realization that he or she did not understand what was read. Goals (or
tasks) refer to the objectives of a cognitive enterprise while actions (or strategies) refer to
the cognitions or behaviors used to achieve the goals. Metacognition is often referred to
simply as “thinking about thinking” and involves evaluating whether a cognitive goal has
been met (Livingston, 1997).
With respect to reading comprehension, metacognition refers to the reader’s
awareness of his or her comprehension of a text being read and to the reader’s regulation
of the processes that result in comprehension (Graves, Juel, & Graves, 2004). Graves et
al. (2004) described the characteristics of metacognitive readers, which are aligned with
Flavell’s (1979) model of metacognition, as follows:
Metacognitive readers have the ability to mentally step outside of themselves and
view themselves as learners faced with particular learning tasks. By stepping
outside of themselves, they can become self-regulated learners, learners who
generate thoughts, feelings, strategies, and behaviors that help them attain their
learning goals. (p. 17)
Larkin (2010) provided examples of the use of metacognition in reading.
Metacognitive readers use metacognition beginning even before reading a text. They
understand the reading purpose (e.g., reading for pleasure or reading for content), monitor
whether they comprehend the text, and choose to take actions when comprehension
breaks down (e.g., re-read, read out loud, or read further to come to an understanding).
The characteristics and behaviors of metacognitive readers are those possessed by good
readers that were discussed earlier. Recall that two of the desired reader characteristics
are: (a) having good reading habits at all points of reading (before, during, and after
reading); and (b) using strategies to assist with their comprehension (knowing the reading
purpose, monitoring comprehension, and knowing what to do when comprehension
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breaks down). In addition, researchers have found that the use of metacognition
impacts students’ reading comprehension achievement (e.g., Taraban, Rynearson, &
Kerr, 2000; Van Kraayenoord & Schneider, 1999). Thus, the other way teachers can help
students to build desired reader characteristics is teaching them to use metacognition
strategies during reading. It will help them master reading comprehension, thereby
becoming independent comprehenders.
Economically Disadvantaged Children
and Reading
Economically disadvantaged students were the focus of this study. In this section,
I discuss how economical disadvantages or poverty can impede children from having
desired reader characteristics. In addition, the section covers how activating schemata
and teaching metacognitive skills are especially important to this group of students.
Research in the USA suggests that there is a relationship between poverty and
reading achievement (Aikens & Barbarin, 2008; Cunningham, 2006; Whitehurst &
Lonigan, 1998). The situations in USA schools and Thai schools are similar in that poor
literacy achievement among economically disadvantaged children has been a persistent
challenge. In Thailand, this challenge has been reflected in the O-NET results, as
presented in Chapter I. In the USA, this challenge has been reflected in The Nation’s
Report Cards: Fourth-grade reading 2000. The report card in the year 2000 showed that
the score for students eligible for the free/reduced-price lunch program was significantly
lower than that for students not eligible to receive a free or reduced-price lunch (U.S.
Department of Education, 2000). A decade later, the report card showed that 74% of
fourth-graders who scored below the 25th percentile were eligible for the free/reducedprice lunch program (National Center for Education Statistics, 2011). There are two
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factors that can explain this shared phenomenon in Thailand and the USA, and they are
discussed here.
Home-Literacy Experiences
Aikens and Barbarin’s (2008) longitudinal study showed that family
characteristics contributed tremendously to the prediction of initial kindergarten reading
disparities. The characteristics included in the home literacy environment are: number of
books available to the child within the home, parental involvement in school, and
parental role strain due to excessive obligations. Prior research has delineated these
characteristics in the families of economically disadvantaged children: (a) little exposure
to books at home (Evans, 2004; Lee & Burkam, 2002); (b) parents who are less involved
in their schooling (Evans, 2004); and (c) parents who are less likely to read to them
regularly (Lee & Burkam, 2002; Whitehurst & Lonigan, 1998). In sum, economically
disadvantaged children grow up in home environments that are limited in literacy
experiences. This limitation affects their learning in school.
According to Graves et al. (2004), children who have had the rich experience of
being read to and having discussed books and stories with their parents bring with them
to school rich prior knowledge that supports them to learn new knowledge. Moreover, as
discussed under the role of schema in comprehension, prior knowledge contributes to
children’s ability to comprehend what they read (Anderson & Pearson, 1984). Hence,
limited home-literacy experience is one factor that impedes economically disadvantaged
children from being good readers. Thus, building and teaching students to activate
schemata, as part of comprehension instruction, is especially important to economically
disadvantaged children.
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Cognition and Metacognition
Cognition refers to an individual’s ability to achieve a particular cognitive goal
(e.g., the ability to add numbers) while metacognition is the individual’s thinking about
the process to ensure the goal will be met (e.g., thinking about how to ensure the numbers
will be added correctly) (Livingston, 1997). In terms of cognition, Noble et al.’s (2015)
study showed that children’s scores on tests assessing cognitive abilities, such as reading
and memory ability, declined with family income. In terms of metacognition, Topçu and
Yilmaz-Tüzün’s (2009) study showed that children’s development of metacognitive skills
increased with parental education.
Low family income and low parental education result in children’s shortages in
many areas, for example: nutritious foods, quality childcare, availability of educational
reading materials, and interaction with educated adults. Disadvantages such as these
limit the children’s opportunities for intellectual development in cognition and
metacognition (Pellino, n. d.). As aforementioned, the ability to use metacognition is a
characteristic of good readers, and researchers have found an impact of metacognition on
students’ reading comprehension achievement. Hence, having limited metacognitive
skills is another factor that impedes economically disadvantaged children from being
good readers. Thus, teaching the use of metacognition, as part of comprehension
instruction, is especially important to economically disadvantaged children.
Can economically disadvantaged children become good readers when they have
disadvantages in home-literacy experiences, cognition and metacognition? Researchers
assert that they can if teachers provide them with appropriate support (e.g., Aikens &
Barbarin, 2008; Cunningham, 2006; Taylor, Pearson, Peterson, & Rodriguez, 2003).
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Based on a review of the literature, researchers have found a positive effect of
cognitive strategy instruction on improving comprehension of this student population
(e.g., Fouché, 2013; Olson & Land, 2007). In the next section, I discuss the components
of cognitive strategy instruction, followed with its evidence of success in promoting
comprehension.
Cognitive Strategy Instruction
Components of Cognitive
Strategy Instruction
Cognitive strategy instruction (CSI) is an instructional approach that explicitly
teaches students metacognitive or self-regulation strategies to enable information
processing that help students monitor and evaluate their comprehension (Krawec &
Montague, 2012). The explicit instruction component involves process modeling, verbal
rehearsal, scaffolded instruction, guided and independent practice, and self-monitoring.
The metacognitive component helps students focus on the task as well as regulate and
monitor their performance. The typical format of teaching CSI includes: (a) developing
and activating background knowledge of students, (b) describing and discussing the
strategy, (c) modeling how to use the strategy, (d) having students memorize the strategy,
(e) supporting students’ use of the strategy, and (f) helping students move toward
independent use of the strategy (Harris et al., 2009).
Based on CSI’s definition and its instructional approach, CSI promotes good
readers’ characteristics. As described earlier, good readers have effective reading
behaviors at all points of reading, use prior knowledge to help with acquiring new
knowledge, and use strategies to help with their comprehension. In addition, the critical
roles of schema and metacognition in comprehension are embedded in CSI in that it
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teaches students to build schemata, to activate prior knowledge as well as to use
metacognition or self-regulation strategies to monitor and evaluate their comprehension.
For economically disadvantaged children, they need to be taught to activate prior
knowledge and to use metacognition, as discussed earlier. For Thai students, they need
to be taught self-regulation strategies to help them become independent comprehenders,
as opposed to the current practice of a teacher-directed instructional approach. Hence,
CSI has the components that should support Thai economically disadvantaged students,
the focus of the study, to master reading comprehension. Furthermore, there is evidence
that CSI promotes reading comprehension for diverse students, including economically
disadvantaged students.
Evidence of Cognitive
Strategy Instruction
Research studies that were conducted with economically disadvantaged children
showed the effectiveness of CSI. Olson and Land (2007) examined the effect of a
cognitive strategies approach that consisted of eight strategies: goal setting, activating
prior knowledge, asking questions and making predictions, constructing the gist,
monitoring, revising meaning, reflecting and relating, and evaluating. The participating
secondary schools were from a low-SES school district where 93% of the students were
English language learners (ELLs). They found that the pre/post differences in gain scores
between the experimental and control groups were statistically significant throughout the
seven consecutive years of the study (1997-2004). Fouché (2013) found that the use of
metacognitive strategies helped ninth-graders from low-SES backgrounds in the
treatment group to outperform those in the control group in physics achievement. This
study showed the effect of CSI on student comprehension in content-area knowledge.
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The above studies did not investigate published reading comprehension, CSI
programs, such as Reciprocal Teaching and Collaborative Strategic Reading. However,
they showed the evidence of CSI in promoting comprehension for economically
disadvantaged children in particular. Research on published CSI programs has shown
their effectiveness in improving comprehension for diverse students: good readers,
average readers, poor readers, students with learning disabilities (LD), and economically
disadvantaged students. Note that some studies did not specify their participants as
economically disadvantaged students. Rather, the participants were specified as those
from minority ethnic groups, or ELLs. In the USA, people with low SES are more likely
to be from minority ethnic groups (Reardon, 2015); therefore, it is conceivable that the
studies included economically disadvantaged children. Furthermore, the lack of
metacognitive skills in economically disadvantaged children is the trait shared by poor
readers and students with LD (Deshler et al., 1996; Turnbull, Turnbull, Wehmeyer, &
Shogren, 2013). Hence, programs that have been proven to promote metacognitive skills,
thereby fostering comprehension, for poor readers and students with LD should help
economically disadvantaged students as well. I discuss below three CSI programs with
extensive evidence: (a) Reciprocal Teaching, (b) Collaborative Strategic Reading, and (c)
Question-Answer Relationships. For each program, I start with the program’s
description, followed by its evidence in promoting comprehension.
Reciprocal Teaching (RT). Designed by Palincsar and Brown (1984), RT
consists of four cognitive strategies that help students to improve their reading
comprehension skills: predicting, clarifying, questioning, and summarizing. In teaching
RT, the teacher and students engage in discussing about a segment of text using the four
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RT strategies. First, the teacher teaches each of the strategies one by one to the
students. Then, the students take turns to lead the discussion about each segment of text,
where each student leader facilitates a dialogue that focuses on the four strategies. The
process of students practicing RT includes: (a) the students read a segment of text, (b) the
student leader asks a question about the important information in the text for the other
students to answer as well as to suggest other questions, (c) the student leader leads the
group in clarifying any comprehension difficulties, and (d) the student leader summarizes
the text segment and predicts what might happen next in the next segment of text as well
as encourages additional input from the group. The students repeat this process for every
segment of text (Palincsar & Brown, 1984).
In the 1980s, Palincsar and Brown researched RT and found the evidence that
RT, with an adult explicitly teaching students to interact with text being read and using its
four strategies, led to a significant improvement in poor middle-school comprehenders’
reading comprehension skills (Brown & Palincsar, 1982; Palincsar & Brown, 1984). In
the 1900s and 2000s, other researchers also investigated RT and found its evidence in
fostering reading comprehension. The studies were, for example: (a) an experimental
study with 26 seventh- and eighth-grade ELLs with LD, who were predominantly
Hispanic (Klingner & Vaughn, 1996); (b) an experimental study with 128 fourth-, fifth-,
and sixth- graders with and without LD (Lederer, 2000); (c) a multiple baseline singlesubject study in New Zealand with 18 fourth- and fifth-graders with poor comprehension
performance (Kelly, Moore, & Tuck, 2001); and (d) an experimental study in Finland
with 204 fourth- and sixth-graders from three mainstream classes and three special
education classes (Takala, 2006).

29
The evidence of RT is also shown in What Works Clearinghouse (U. S.
Department of Education, n. d.), the website administered by the National Center for
Education Evaluation within the Institute of Education Sciences and the largest synthesis
efforts on evidence-based interventions. What Works Clearinghouse has listed RT as one
of the evidence-based reading comprehension programs for adolescents, with a medium
to large extent of evidence. Furthermore, according to Baker (2008), RT has set the stage
for the development of many other strategic reading interventions, such as Peer-Assisted
Learning Strategies and Collaborative Strategic Reading.
Collaborative Strategic Reading (CSR). Developed in the late 1990s, CSR is
an extension of RT and cooperative learning (Collaborative Strategic Reading Colorado,
n.d.). Therefore, CSR combines two instructional approaches: reading comprehension
strategies and cooperative learning (Klingner & Vaughn, 1998, 1999). In CSR, students
with mixed reading and achievement levels work in small groups to assist one another in
using four reading strategies before, during, and after reading to help them comprehend
their content area text. The first strategy is Preview, which is when students preview the
whole passage before reading each section in order to activate their prior knowledge
about the topic and predict what they will learn. The second strategy is Click and Clunk,
which is when students learn to monitor their reading comprehension and to use fix-up
strategies when comprehension breaks down. The third strategy is Get the Gist, which is
when students learn to identify the most important idea in a section of the text by
restating it in their own words to ensure they understand what they have read. The fourth
strategy is Wrap-Up, which is when students learn to generate questions and answers
about what they have read in order to improve knowledge, understanding, and memory of
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what was read (Collaborative Strategic Reading Colorado, n.d.; Klingner & Vaughn,
1998). Each student in the CSR group assumes a critical role of CSR Leader, Clunk
Expert, Gist Expert, or Question Expert (Collaborative Strategic Reading Colorado, n.d.;
Vaughn, Klingner, & Bryant, 2001).
Klingner and colleagues continually conducted research on CSR between 1998
and 2011 and consistently found that the strategy improved reading comprehension for
diverse students. Some of the studies were: (a) an experimental study with 141 fourthgraders in the school where 76 percent of students were from minority ethnic groups
(Klingner, Vaughn, & Schumm, 1998); (b) an experimental study with 211 elementary
students identified with low reading achievement, LD, or average/high reading
achievement, from five schools where the percentage of students receiving free or
reduced-cost lunch ranged from 76.1% to 83.9% (Klingner, Vaughn, Argüelles, Hughes,
& Leftwich, 2004); (c) an experimental study on computer-assisted CSR with 34 middleschool students with LD (Kim et al., 2006); and (d) an experimental study with 723
middle-school students from diverse ethnicities and with mixed reading achievement
levels, among whom 53% received free or reduced-cost lunch (Vaughn et al., 2011).
Question-Answer Relationships (QAR). Question-Answer Relationships is the
evidence-based cognitive strategy that was examined in this study. Raphael (1982, 1984,
1986) and she and colleagues (Raphael & McKinney, 1983; Raphael & Pearson, 1985;
Raphael & Wonnacott, 1985) developed and researched the QAR program of which
purpose was to help students to recognize information sources of answers to
comprehension questions. The design of QAR was based on what Raphael, Winograd,
and Pearson found that students’ ability to recognize appropriate information sources
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appeared to be related to the quality of answers they provided to questions (as cited in
Raphael & Pearson, 1985). The program was derived from Pearson and Johnson’s
(1978) taxonomy: (a) text explicit (TE), where the answer to the question is explicitly
stated in the text; (b) text implicit (TI), where the answer to the question is located across
sentences, paragraphs, or passages in the text; and (c) script implicit (SI), where the
answer to the question is not located in the text but requires the reader’s knowledge base.
According to Raphael and Au (2005), students are taught QAR language in terms
of three binary comparisons in order to help them identify types of questions and sources
of information before answering comprehension questions. The three binary
comparisons are In the Book versus In My Head, Right There versus Think and Search,
and Author and Me versus On My Own. First, the In-the-Book category describes two
question types: (a) Right There, where the answer is in one place in the text, and words
from the question and words that answer the question are often “right there” in the same
sentence; and (b) Think and Search, where the answer is in the text, but the reader needs
to put together different parts of the text to find the answer. In contrast, the In-My-Head
category describes two additional question types: (a) Author and Me, where the answer is
not in the text, and readers need to read the text and think about how the text and what
they already know fit together; and (b) On My Own, where the answer is not in the text,
and readers do not need to read the text, but use their own ideas and experiences to
answer the question.
Raphael and Au (2005) stated that high-functioning readers use multiple strategies
in combination, and teachers can use the four question types of QAR to frame
comprehension strategy instruction. Some examples are: using Right-There questions to
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teach scanning to locate information, using Think-and-Search questions to teach
identifying important information, using Author-and-Me questions to teach making
inferences, and using On-My-Own questions to teach activating prior knowledge.
Furthermore, the four question types of QAR enable teachers to frame questioning at all
points of reading (Raphael & Au, 2005). Raphael and Au provided question samples
before, during, and after reading as follows:
-

On-My-Own question before reading: From the book cover, what might this
story be about?

-

Right-There question during reading: Who is the main character?

-

Think-and-Search question during reading: What is the problem and how is it
solved?

-

Author-and-Me question after reading: What is the theme and how is it
connected to the world beyond the story?

In the 1980s, Raphael and colleagues conducted a number of research studies on
QAR and found evidence that QAR positively impacted students’ reading
comprehension. The studies were, for example: (a) an experimental study with 217
students with low to high reading achievement from fifth and eighth grades (Raphael &
McKinney, 1983); (b) an experimental study with 59 sixth-graders with adequate
decoding skills (Raphael & Pearson, 1985); and (c) an experimental study with 20 fourthgraders with average developmental reading ability (Raphael & Wonnacott, 1985). Later,
other researchers continued to find evidence of the effectiveness of QAR, such as: (a) a
multiple baseline single-subject study with 23 third-graders with low to high reading
achievement (Ezell & Kohler, 1992); (b) an experimental study with 90 fifth- and sixth-
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graders who were average readers and poor readers (Graham & Wong, 1993); and (c) a
study with 19 Hispanic and African-American, eighth-grade ELLs (Becker, 2012).
Moreover, QAR’s evidence has extended to English-as-a-second-language (ESL) classes
through research in countries where English is not the first language. Some of the studies
were: (a) an experimental study with 44 sixth-graders followed with a replicated study
with 33 sixth-graders in Singapore (Peng, Hoon, Khoo, & Joseph, 2007); (b) an
experimental study with 44 eleventh-graders in an upcountry school in Thailand
(Rothong, 2013); (c) an experimental study with 28 first-grade high school, female
students in Iran (Fard & Nikou, 2014); and (d) an experimental study with 77 female
sixth-graders in Palestine (Abd al-Rahman al-Kafarna, 2015). Based on an extensive
search into accessible research databases (i.e., EBSCOhost, GoogleScholar, ProQuest
Dissertations and Theses database, and Thai National Research Repository), QAR has
been researched in English language only. Thus, it was very likely that this study was the
first to examine QAR in a language other than English.
All three of the above-described CSI programs have in common the components
that promote desired reader characteristics, as discussed earlier in the chapter. First, the
programs teach students to use metacognitive skills at all points of reading. Second, they
teach students to activate prior knowledge to help with acquiring new knowledge. Third,
they teach students cognitive strategies to assist with their comprehension. In CSI, the
important roles of schema and metacognition in comprehension are apparent. Specific to
economically disadvantaged students, we have learned in this chapter that they have
disadvantages in schema and metacognition. Because CSI addresses these disadvantages,
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this instructional approach has shown evidence in improving comprehension for
economically disadvantaged students, as already presented in this section.
As discussed in Chapter I, I chose QAR to be the CSI under investigation for two
reasons. First, Thai teachers focus on asking rote-level questions. The four question
types of QAR would enable Thai teachers to ask comprehension questions at both the
literal-recognition level and the inferential level. Second, QAR is evidence-based in
promoting reading comprehension as presented earlier in this chapter.
Chapter Summary
This chapter provides a review of the literature on the core foundations of this
study in relation to reading comprehension: Thai language, economically disadvantaged
children, and cognitive strategy instruction. In the Basic Education Core Curriculum, the
Ministry of Education Thailand focuses on reading comprehension with the expectation
for students to use the language to acquire knowledge and engage in higher-order
thinking for real-life application. Therefore, reading comprehension instruction should
support students in building the characteristics of independent comprehenders. Theories
relevant to reading comprehension emphasize: (a) the use of schema, which is the mental
map of prior knowledge; and (b) the use of metacognition to monitor comprehension at
all points of reading. Cognitive Strategy Instruction promotes the use of both schema and
metacognition, therefore, builds the characteristics of independent comprehenders. It is
the instructional approach with ample evidence of improving comprehension for diverse
students, including economically disadvantaged students. Question-Answer
Relationships is one of the evidence-based CSI programs. It teaches students to activate
prior knowledge and to use metacognition at all points of reading, by recognizing sources
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of answers to both literal and inferential comprehension questions. In this study, QAR
is the CSI program that was investigated with economically disadvantaged Thai children
in a Thai reading classroom. It was the first time the strategy was examined in a
language other than English.
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CHAPTER III
METHODOLOGY
Purpose of the Study
The purpose of this study was to explore the impact of QAR on the Thai reading
comprehension of economically disadvantaged students in Thailand as well as on the
students’ and the teacher’s perspectives of learning and teaching reading comprehension.
In order to study the success of QAR, I examined the use of the strategy within one
teacher’s Thai reading class. This chapter provides an outline of the methodology for the
study that addressed the following research questions.
Research Questions
Q1

Does the Thai reading comprehension performance of the students taught
with QAR differ from that of the students taught with traditional
comprehension instruction?

Q2

Does the Thai the reading comprehension performance of the students
taught with QAR improve when compared to their performance when taught
with traditional comprehension instruction?

Q3

How does learning QAR impact the students’ perspectives about learning
reading comprehension?

Q4

How does teaching QAR impact the teacher’s perspectives about teaching
reading comprehension?
Research Design

In order to answer the above four research questions, the study employed an
explanatory sequential mixed methods design (Creswell, 2014). According to Creswell
(2014), this research design involves two phases in which the researcher collects and
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analyzes quantitative data in the first phase, then follows with collecting and analyzing
qualitative data in the second phase. The objective of the design is “to have the
qualitative data help explain in more detail the initial quantitative results” (Creswell, p.
224). Therefore, this study started with the quantitative phase, in which data answered
Research Questions 1 and 2. Then, the qualitative phase, in which data answered
Research Questions 3 and 4, provided in-depth understanding of the quantitative results.
Prior to collecting data, I obtained approval from University of Northern Colorado’s
Institutional Review Board to conduct the study (Appendix B).
The remaining content of this chapter is divided into three main sections. The
first section is about the study’s setting and participants. The second section explains its
quantitative research design. The third section explains the study’s qualitative research
design.
Setting and Participants
This section describes the demographic characteristics of the setting and
participants of the study. Specific sampling procedures are discussed under respective
research designs.
Setting
The setting of this study was a public school in a rural area of Cha-Churng-Sao
province located in the Central region of Thailand. The school educates students from
Grade 1 through 9. There are approximately 60 students per grade level, divided equally
into two classes. When students enter the school in Grade 1, the school randomly assigns
them to the two Grade-1 classes, and they remain with the same group of peers until
Grade 6 and are randomly assigned to classes again when they enter Grade 7. Regarding
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the number of Thai language arts teachers, some grade levels have two teachers, and
the rest have only one teacher per grade level to teach Thai language to both classes.
Similar to typical students in the rural areas of Thailand, the students in this
school are from families with low SES. According to the school director (M. Kaewvijit,
personal communication, July 2, 2015), 100% of the students receive free school lunches
and the government’s partial funding for school uniforms and stationaries. Their parents
are blue-collar workers, most of whom are not permanently employed. Moreover, the
parents often seek job employment away from home, leaving their children in the care of
the grandparents. Most families have many children, and the older assist the guardians
with taking care of the younger.
Participants
Students. The study involved two intact fifth-grade classes. One class had 28
students (14 males and 14 females); the other class had 29 students (12 males and 17
females). Therefore, a total of 57 students (26 males and 31 females) participated in the
study. As mentioned in the setting section, the students were randomly assigned to the
two classes when they entered the school in Grade 1 and remain in the same class until
Grade 6. Therefore, each class consisted of students with mixed academic abilities. All
the participating students were from low-SES families. According to the teacher
participant, one student in the treatment group was identified with learning disabilities.
He learned Thai reading in the special education classroom in the early grades. He had
been included in the general education, Thai reading classroom since Grade 4.
Teacher. One fifth-grade Thai language arts teacher participated in the study.
She was the only Thai language arts teacher for both of the fifth-grade classes. Having
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one teacher participant in the study was an advantage. Other studies have deliberately
involved only one teacher participant teaching both the control group and the treatment
group in their research studies in order to control for teacher effects (e.g., Faggella-Luby,
Schumaker, & Deshler, 2007; Harris, Schumaker, & Deshler, 2011). The teacher
participant received her bachelor degree in teaching Thai language arts (major) and
teaching English language arts (minor) from a university in Thailand. When the study
took place, she was 37 years old and had 12 years experience teaching Thai language
arts. When I met with her to obtain initial information to be used in the study, she
reported that her current practice in teaching reading comprehension was asking students
comprehension questions after reading. Examples of the questions were: (a) How many
characters are there in the story?; (b) What is the setting in the story?; and (c) What did
the characters do? Also, she asked students to summarize the main idea of the story.
Then, she summarized the story at the end of the instruction.
Phase 1: Quantitative Research Design
A quasi-experimental design was employed. According to Remler and Van Ryzin
(2015), this design is used when researchers cannot fully randomize participants to
treatment and control groups. In this study, student participants were two intact classes
that could not be rearranged with random assignment. However, the two classes were
randomly assigned to either the treatment group (QAR instruction) or the control group
(traditional comprehension instruction). The specific design of the study was quasiexperimental pre-post test with a control group.
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Sampling Procedure
The participants were obtained via convenience sampling in which a researcher
“takes advantage of a natural gathering or easy access to people who can be recruited
into a study” (Remler & Van Ryzin, 2015, p. 156). First, I contacted a teacher ally who
used to work for the targeted school in order to connect to the school director. Second, I
met with the school director upon an appointment made through the teacher ally. The
objective of the meeting was to obtain the school director’s verbal permission for data
collection at the school and obtain information about the school. Third, upon the school
director’s advice to contact the targeted teacher by telephone, I met with the teacher to
obtain a verbal agreement to participate in the study and initial information necessary for
designing the study. Fourth, I emailed a consent form to the Thai teacher to obtain a
written agreement to participate in the study. Appendix C shows the consent form in
English and the translated form in Thai that was used in the study. Fifth, I emailed a
letter to the school director to obtain written permission to collect data at the school.
Appendix D shows the letter in English, and the letter in Thai that was used in the study.
In obtaining parent/guardian consent, the school director asked that the school
handle the process so that access to low-SES parents/guardians was culturally responsive
and followed the school’s policy (M. Kaewvijit, personal communication, July 2, 2015).
According to the school director, it was important to follow this requirement for two
reasons. The first reason was that the parents/guardians with low-SES had limited
literacy, so they were not able to understand a consent form with sophisticated use of
language, which would not enable them to make a proper decision for their child. The
second reason was that the parents/guardians had been contacted about school activities
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only by the school. It was the school’s policy that when there was an activity that the
school arranged or allowed to be arranged that needed parent/guardian consent, the
school would send a consent form to the parents/guardians. In addition, the consent form
had to be in the school’s standard format. Appendix E shows the parental consent form
in the school’s standard format, with English translation. The format enabled the
parents/guardians to understand the activity with simple language and allowed them to
decide whether they would allow their child to participate in the activity by checking a
box.
The school director suggested the appropriate step-by-step process to obtain
consent from the parents/guardians (M. Kaewvijit, personal communication, July 2,
2015), which I followed. First, I sent a letter to the school director to ask for permission
to collect data at the school. The letter clearly delineated the study and the
parents’/guardians’ rights so that the school director had sufficient information to
communicate with the parents, as shown in Appendix D. Second, the school director
issued an easy-to-understand parental consent form in the school’s standard format, as
shown in Appendix E. Third, the classroom teacher assigned the students to take the
consent forms to their parents/guardians and to bring signed consents back to the teacher
within one week. For the parents/guardians who did not fully understand the activity as
stated in the consent form, the classroom teacher helped with the clarification. Fourth,
the teacher followed up on signed consents from the students who did not bring the
consents back by the due date. The parents/guardians of all 57 students agreed to allow
their child to participate in the study. The consent form included a message that the
parents/guardians could later decide not to allow their child to continue the participation,
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but no parents/guardians asked to withdraw their child from the study. This plan was
delineated in the Institutional Review Board application. In addition, before data were
collected, all 57 students agreed to participate in the study by signing student assent
forms. The forms in English and the translated forms in Thai are shown in Appendix F.
Variables of the Study
Independent variable. Reading comprehension instruction was the independent
variable. There were two levels of the independent variable: (a) traditional
comprehension instruction, which was implemented with the control group; and (b) QAR
instruction, which was implemented with the treatment group.
Dependent variable. The dependent variable was the student reading
comprehension performance, defined as the ability to answer comprehension questions
based on grade-level readings as measured by end-of-text reading comprehension tests.
Since a standardized comprehension inventory was not available in Thailand, the
measures in this study were researcher-created tests. First, the teacher and researcher
selected stories from two Thai language arts textbooks used nationwide for fifth-grade
reading instruction. Then, the researcher generated 10 open-ended comprehension
questions based on each story. Of the 10 questions, 8 questions consisted of 2 RightThere questions, 2 Think-and-Search questions, 2 Author-and-Me questions, and 2 OnMy-Own questions, in order to cover the four question types in QAR. The other 2
questions were two of the four question types, depending on the story content. The order
of question types was different across the tests in order to avoid a predictable pattern of
the questions asked. In addition, the researcher involved an expert in Thai language arts
instruction in examining and refining the tests. Involving experts in refining researcher-

43
created measures is one way to enhance the measure construct validity and content
validity (Phelan & Wren, 2005; “Simple approaches to checking,” n. d.). The expert
involved in the study is specialized in Thai language arts and social culture instruction
with over 40 years of experience. Some of her work experiences included academic
supervisor for Thai language arts and social culture instruction for a laboratory school,
vice principal of a laboratory school, author of articles and books for teachers regarding
instructional activities and educational administration, member of the Ministry of
Education Thailand’s committee for reviewing social studies textbooks and teacher
manuals, and dissertation consultant for graduate students in Thai language arts
instruction from two universities.
The procedure of working with the reading expert was as follows. First, I
generated the test questions based off of stories from two fifth-grade Thai reading
textbooks. For each test, the questions covered the four QAR’s question types as
mentioned above. Second, I wrote descriptions of the QAR strategy and its four question
types in Thai. Third, I met with the expert to provide her with the textbooks, the
questions, and the descriptions for the expert’s review. At the meeting, I explained QAR
to the expert based on the written descriptions. I also explained to her about what
question types and the number of each type to be included in each of the tests. Fourth,
the reading expert and I met again to discuss and refine the questions to ensure: (a) each
test covered the four QAR question types, (b) the questions were based off of the reading
stories in the textbooks, and (c) the language used in the questions were comprehensible
for fifth-graders.
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In assessing student comprehension, the teacher gave each student a test sheet
after reading a story, and the students wrote their answers on the test. The students in
both groups read the same stories and took the same tests. The researcher provided the
teacher with the answer key for each of the tests, and the teacher and researcher
collaborated in grading the tests.
Data Collection Procedure
Data collection schedule. In Thai schools, there are two semesters per academic
year, which are referred to as the first semester and the second semester. In each
academic year, the first semester takes place from May to September; the second
semester takes place from November to March. In this study, quantitative data were
collected during the first semester, from the second week of May to the third week of
August, 2016. The data collection schedule is shown in Table 1. Note that the mark in
the week where there was instruction and testing represents one or two reading
comprehension periods, depending on the length of the story taught during the week.
According to the school’s curriculum, of the four Thai language arts periods per week,
one or two periods are allocated to comprehension instruction; the other periods focus on
Thai grammar.
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Table 1
Quantitative Data Collection Schedule
Week Number
Control and Treatment Groups
Baseline Test
Control Group
Traditional Instruction and Pretest
Traditional Instruction
Traditional instruction and Posttest
Treatment Group
Traditional Instruction and Pretest
QAR Teacher Training
QAR Student Training
QAR Practice
QAR Review Session
QAR Instruction and Posttest

1

2

3

4

x

x

x

5

6

7

8

9

x

x

x

x

x

10

11

12

x

x

x

x
x

x

x

x

x

x

x
x
x
x

x

x

x

Week 1. As shown in Table 1, both the control group and the treatment group
received a baseline test in week 1 of data collection. Because student participants were
from intact classes and could not be randomly assigned to groups, this test assessed
whether groups were similar in terms of reading comprehension performance. However,
prior to the baseline testing, the two classes were randomly assigned to conditions. The
baseline test was researcher-created and reviewed by the expert in Thai language arts
instruction involved in the study. Because the testing took place at the beginning of the
first semester when the students had not learned fifth-grade reading, the test content was
drawn from fourth-grade readings. The test contained five passages. The teacher
participating in the study selected the passages so that they covered diverse content areas:
(a) facts about rats, (b) the fable about Rat Island and Cat Island, (c) the history of
Podduang coin, (d) the poem for an Aesop’s fable, and (e) the poem for teaching Gob
spelling rule. For each passage, there were four comprehension questions that covered
the four QAR question types. Hence, the baseline test consisted of 20 questions in total.
I generated the test questions and worked with the reading expert involved in the study in
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refining the questions by following the same procedure as described in the section of
dependent variable. Questions used in the baseline test, with English translation, are
shown in Appendix G. To check whether groups were similar, the groups’ mean scores
were compared using a one-way analysis of variance (ANOVA) (Field, 2007).
Week 2 to week 4. Table 1 shows that both the control group and the treatment
group received traditional comprehension instruction and took researcher-created
comprehension pretests three times during week 2 to week 4. The number of times
represents three tests based on three stories. Each pretest contained 10 comprehension
questions. Comprehension questions used in the three pretests, with English translation,
are shown in Appendix H. As soon as the testing was finished, the researcher trained the
teacher on QAR for two sessions in the same week. The training took four hours in total.
Week 5. As shown in Table 1, week 5 was allocated for QAR student training for
the treatment group. The teacher trained the treatment group during the four Thai
language arts periods. There was no testing in week 5. In the meantime, the control
group continued to receive traditional instruction without testing. The next section
describes QAR training.
Week 6 to week 9. Table 1 shows that the treatment group practiced using QAR
during week 6 to week 9. The group received two guided practices in week 6, two
independent practices in week 7, two guided practices in week 8, and two independent
practices in week 9. Thus, they received eight QAR practices in total. The guided
practices were based on stories from two fifth-grade Thai language arts textbooks. The
teacher taught reading using QAR and guided the group on identifying question types and
writing answers on worksheets through comprehension questions asked before, during
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and after reading. The independent practices took place in the weeks in which there
were no reading classes due to the school’s special activities. The practices were based
on one-page fifth-grade supplementary readings that the teacher selected. The group
independently completed worksheets that required them to identify question types and
write answers. The teacher then checked the worksheets and provided feedback. In the
meantime, the control group received traditional instruction.
Week 10 to week 12. As shown in Table 1, a QAR review session was held for
the treatment group in week 10 to ensure that the group clearly understood QAR before
taking posttests. The teacher and researcher planned the review session based on: (a) the
treatment group’s questions about QAR that they wrote to complete the statement: “What
I still do not understand about QAR is/are…,” and (b) the group’s incorrect
identifications of question types and answers on QAR worksheets. After that, the
treatment group received comprehension instruction using QAR, followed by taking a
researcher-created posttest at the end of each lesson in week 10 to 12 (see Table 1). They
took three posttests based on three stories from two reading textbooks. Each posttest
consisted of 10 comprehension questions. The control group received traditional
instruction, followed by taking the same posttests as those taken by the treatment group.
Comprehension questions used in the three posttests, with English translation, are shown
in Appendix I. Note that though test questions were the same for both groups, the
treatment group’s test sheets required the group to identify the question type of each
question before writing the answer to the question, as on the worksheets used when the
group practiced QAR. The reason was that the study’s purpose was to examine whether
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identifying question types before answering questions, which is the QAR concept,
would improve students’ comprehension-question answering.
Question-Answer Relationships training. As shown in Table 1, QAR training
took place in week 4 and week 5. The researcher trained the teacher in week 4, and then
the teacher trained the treatment group in week 5. This section describes the teacher
training, the student training, and the QAR cue card used for training.
Teacher training. Training materials included: (a) a powerpoint presentation
about QAR—what it is, its four question types with examples, its evidence, Thai texts for
the teacher to practice identifying question types, and how to train students; (b) a QAR
cue card that contains the four question types’ descriptions, accompanied by
representative pictures; and (c) materials for the teacher to practice teaching QAR to
students. The materials were presented in Thai language.
Student training. Training materials included: (a) a powerpoint presentation
about QAR—what it is, its four question types with examples, and Thai texts drawn from
a fifth-grade reading textbook for the treatment group to practice identifying question
types; (b) QAR cue-card handouts; and (c) QAR worksheets and answer keys. The
materials were presented in Thai language. As mentioned earlier, all four Thai language
arts periods in week 5 were allocated to QAR student training. In period 1 to 3, the
teacher introduced the treatment group to QAR based on texts drawn from the stories
used for pretesting. The rationale for using familiar texts was so that QAR was the only
new concept on which they focused. In the first period, QAR concept was taught; this
included: (a) the two QAR categories (In the Book and In My Head), and (b) the two
question types under the In-the-Book category (Right There and Think and Search). The
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second period reviewed the concept taught in the first period and taught a question type
under the In-My-Head category (Author and Me). The third period reviewed what was
taught in the previous periods, taught the other question type under the In-My-Head
category (On My Own), and wrapped up what was taught about QAR. In the final period,
the teacher guided the group though practicing QAR based on a new story from a
textbook.
Question-Answer Relationships cue card. I developed the Thai QAR cue card
by adapting it from Raphael’s (1986) QAR cue card. This section explains how the Thai
QAR cue card was developed. Regarding representative pictures of QAR question types,
they were developed based on what I learned at Collaborative Strategic Reading
Colorado professional development conducted by Dr. Alison Boardman, Collaborative
Strategic Reading Colorado’s Co-Principal Investigator and Project Director. She
verbally suggested mnemonics for different comprehension question types as fingers
pointing to different sources of comprehension answers, for example, one finger pointing
in the book for Right-There questions (A. Boardman, personal communication, October
9, 2013). I had the representative pictures of four QAR question types originally drawn.
To validate that the pictures effectively represented the question types, I presented the
pictures and the question types to a special education undergraduate class at University of
Northern Colorado. Figure 1 shows the representative pictures of four QAR question
types used in this study.
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Right There

Think and Search

Author and Me

On My Own

Figure 1. Representative pictures of QAR question types used in the study.
Regarding QAR terminology for the four question types, I translated the original
English terminology into Thai. Then, I explained the QAR concept and its question types
to the expert in Thai language arts instruction involved in the study. The expert and I
then worked together to refine the Thai terminology so that it made sense in Thai
language for fifth-grade students. Figure 2 shows the terminology chart, from the QAR
original terminology to the Thai terminology used in the study, and the English
translation of the Thai terminology. The complete Thai QAR cue card and English
translation are shown in Appendix J. In the dissertation from this point on, I refer to
QAR’s four question types using the English translation of the Thai terminology used in
the study as shown in Figure 2.
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!
Original
Terminology

Thai
Terminology

Translation
of
Thai
Terminology

Right There

นั่นไง&

Right There

Think and
Search

ค้นคำตอบ&

for Answer

Author
and Me

อ่านแล้วคิด&

On My Own

ฉันคิดเอง&

Search

Read
and Think

On My Own

Figure 2. QAR question types terminology chart.
Treatment and control conditions. The following delineates the two
comprehension instructional conditions in the study. They were treatment condition with
QAR instruction and control condition with traditional comprehension instruction.
Question-Answer Relationships instruction. The instruction consisted of: (a)
reviewing the QAR cue card before reading; (b) asking comprehension questions before,
during, and after reading; (c) directing students to identify on the worksheet the question
type (Right There, Search for Answer, Read and Think, or On My Own) for each question
asked, followed by checking for accuracy as a class; (d) having students write the answer
on the worksheet, followed by checking for accuracy as a class; and (e) reminding
students to use the QAR cue card when completing the test at the end of the class (on
posttesting days). The researcher developed: (a) a set of questions for each of the lessons
for the teacher to ask the students before, during, and after reading; (b) a teaching
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sequence for each of the lessons (see example with English translation in Appendix K);
(c) a QAR worksheet to be used for each of the lessons (see worksheet example with
English translation in Appendix L); and (d) a fidelity-of-implementation checklist for
QAR instruction (Appendix M). The researcher observed the class every time there was
reading comprehension instruction in order to check for fidelity of implementation. From
observations, the teacher followed the fidelity-of-implementation checklist 100% of the
instructional time.
Traditional comprehension instruction. Traditional comprehension instruction
consisted of: (a) directing students to read the story, (b) asking students comprehension
questions after reading, (c) asking students to summarize the main idea of the story, (d)
the teacher’s summarizing the story at the end of the instruction, and (e) having students
write answers on the worksheet. Comprehension questions used for traditional
instruction were those used for QAR instruction, excluding questions that could only be
asked before and during reading. The researcher developed a fidelity-of-implementation
checklist for traditional instruction (Appendix N) and observed the class every time there
was reading comprehension instruction in order to check for fidelity of implementation.
This process was to ensure that the teacher would not contaminate QAR knowledge into
her practice with the control group. From observations, the teacher followed the fidelityof-implementation checklist 100% of the instructional time.
Data Analysis Procedure
The statistical package for the social sciences (SPSS) statistics 23 was used for
data analyses. The following data analysis models were used for baseline testing and
Research Questions 1 and 2.
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Baseline testing. Before pretesting, baseline testing was used to assess
whether the treatment group and the control group were similar in terms of their Thai
reading comprehension performance. Using One-way ANOVA as the data analysis
model, the groups’ mean baseline-test scores were compared. Prior to the ANOVA
analysis, the ANOVA assumptions were assessed. First, the assumption of normality was
tested whether the dependent variable was normally distributed in each of the groups.
The test used was the Shapiro-Wilk’s test, which is more commonly used by statisticians
for this assumption (“Understanding the One-way ANOVA,” n. d.) and more appropriate
for small sample sizes (“Testing for normality,” n. d.). Second, the assumption of
homogeneity of variance was tested whether the variances on the dependent variable
were equal across the groups. The test used was the Levene’s test, which is the most
commonly used statistic for this assumption (“Understanding the One-way ANOVA,”
n. d.).
Research Question 1. Does the Thai reading comprehension performance of the
students taught with QAR differ from that of the students taught with traditional
comprehension instruction? To answer this question, the gain scores (pretest versus
posttest) between groups were compared. The data analysis model used was One-way
ANOVA. Prior to performing the ANOVA analysis: (a) the Shapiro-Wilk’s test was used
to assess the assumption of normality, and (b) the Leven’s test was used to assess the
assumption of homogeneity of variance.
Research Question 2. Does the Thai reading comprehension performance of the
students taught with QAR improve when compared to their performance when taught
with traditional comprehension instruction? To answer this question, the treatment
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group’s pretest and posttest median scores were compared using the Wilcoxon signedrank test. According to “Wilcoxon signed-rank test” (n. d.), the test is the nonparametic
test used for comparing two sets of scores that come from the same participants and can
be used when normality assumption is violated. The reason for using this test was that
the Shapiro-Wilk’s test that was used to assess the assumption of normality showed that
the assumption was violated.
Phase 2: Qualitative Research Design
Epistemology
Crotty (1998) used the term “constructionism” (p. 8) to refer to the
epistemology where “Truth, or meaning, comes into existence in and out of our
engagement with the realities in our world…People may construct meaning in different
ways, even in relation to the same phenomenon” (pp. 8-9). According to Blaikie (2007),
“constructionism has two branches: constructivism and social constructionism” (p. 22).
Constructivism refers to the meaning construction of the individual mind to cognitive
processes, while social constructionism refers to meaning construction that is social
rather than individual (Schwandt, 1994). Constructivism was the epistemology of the
qualitative inquiry in this study, in order to learn individual participants’ meaning
construction on learning and teaching reading comprehension.
Theoretical Framework
Based on the epistemology of constructivism where individuals may construct
meaning differently, even out of the same phenomenon, the theoretical framework of this
qualitative inquiry was phenomenology (Reeves, Albert, Kuper, & Hodges, 2008).
Studies within this theoretical framework aim to understand how individuals make sense
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of the world; they provide insights into the subjective lived experience of individuals
(Reeves et al.). Drawing upon phenomenology, this study provided insights into how
individual participants similarly and differently made sense of their experience with
reading comprehension.
Methodological Framework
The type of qualitative inquiry in this study was qualitative case study research.
According to Yin (2009), a case study is used when the researcher “wanted to understand
a real-life phenomenon in depth” (p. 18). In this study, the impact of QAR on the
students’ and the teacher’s perspectives was investigated within the participants’ real-life
context—a classroom where Thai reading comprehension was taught. The important
principle of case study research involves determining a bounded system (Merriam, 2009).
In this study, the student and the teacher cases were bounded within: (a) a Thai public
school in a rural area of an upcountry province in the central region of Thailand, (b) a
school that educated Thai economically disadvantaged students, and (c) fifth-grade Thai
reading comprehension classes.
To answer Research Question 3 regarding the impact of QAR on students’
perspectives about learning reading comprehension, I used a comparative case study
(Yin, 2009) in order to compare two fifth-grade classes: a treatment group taught with
QAR, and a control group taught with traditional reading comprehension instruction. To
answer Research Question 4 related to the impact of QAR on the teacher’s perspectives
about teaching reading comprehension, I used a single-case study that examined the same
single case at two different points in time (Yin, 2009). In this study, I examined the
teacher’s perspectives before and after she taught reading comprehension with QAR.
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Sampling Procedure
The teacher and all 57 students from the quantitative phase participated in the
qualitative phase of the study. Except for focus-group interviews, which were conducted
with treatment-group students and control-group students separately, I purposefully
selected eight student participants from the quantitative phase to participate in the focusgroup interviews. In selecting participants, I used criterion-based selection (Merriam,
1998). The first criterion was that there were an equal number of four participants from
the treatment group and the control group. The second criterion was that each group
consisted of two male and two female students. The final criterion was that each group
had mixed reading comprehension abilities (above average, average, and below average)
based on the results of their posttests in the quantitative phase. After identifying the
students who met these criteria, the teacher helped with recommending the final list of
students to attend the focus-group interviews.
Data Collection Methods
Data were collected via four methods: conversations between the teacher and the
researcher, interviews, observations, and artifacts. To explain artifacts in qualitative
research, they refer to “anything made by humans that can be picked up and observed”
(Lahman & Geist, 2008, p. 362). In this study, I used multiple forms of artifacts in
collecting data from the students and the teacher. Table 2 shows the qualitative data
collection schedule. Each data collection method is explained after the table.
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Table 2
Qualitative Data Collection Schedule
Week Number
Student Data
Observations
Interviews
Artifacts
Short Responses
Test Answers
Pictures
Teacher Data
Conversations
Interview
Artifacts
Short Responses
Pictures
Emails

1

2

3

4

x

x

x

5

6

7

8

9

10

11

12

x

x

x

13

14

35

36

x

x

x
x
x

x

x

x

x

x

x
x

x

x

x

x

x

x

x

x

x

x

x

x
x

x

x
x

Student data. Student data were collected using observations, interviews and
artifacts. Data from all sources answered Research Question 3: How does learning QAR
impact the students’ perspectives about learning reading comprehension?
Observations. I observed both the treatment group and the control group while
they were performing pretests (weeks 2, 3, and 4) and posttests (weeks 10, 11, and 12), as
shown in Table 2. By walking around the classrooms, I specifically observed their
behaviors in finding answers to test questions, for example, whether they searched for
answers in the read story for questions in the In-the-Book category. I took short notes on
students’ behaviors.
Interviews. As shown in Table 2, the interviews took place in week 14. It was
the week after the posttesting had been completed in week 12, and quantitative data had
been analyzed in week 13. I used two focus groups: one with students from the control
group, and the other one with students from the treatment group. Interview data from
both groups were compared to examine whether the treatment group’s perspectives about
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learning comprehension differed from those held by the control group as a result of
QAR. I chose to use focus groups instead of one-on-one interviews based on researchers’
suggestions on ethical considerations in conducting research with young children.
According to Lahman, Geist, Rodriguez, Graglia, and DeRoche (2011), researchers
should be aware of and be careful with possible power imbalances between the
researchers and the participants, especially in research with young children since children
are likely to see the adult researcher as having more power. To minimize the intimidation
and discomfort young children may experience in the research process; Rodriguez,
Schwartz, Lahman, and Geist (2011) suggested using culturally responsive focus groups
(CRFGs) as a means of data collection. Rodriguez et al. stated that using focus groups as
a data collection method enables researchers to minimize the distance between
themselves and the participants. In designing CRFGs, researchers create focus group
environments that are meaningful, welcoming, and safe for participants—in the
participants’ natural settings or communities, with food as a means for celebration, and
not for attracting participants to focus groups (Rodriguez et al., 2011). Translating this to
children, it fits natural educative settings where children are in groups for discussion and
sharing of food. Hence, I conducted focus-group interviews with the student participants
in the school’s assembly hall, with healthy snacks offered. The teacher recommended the
place because the students felt familiar with it as it was regularly used for many school
activities. Semi-structured interviewing was used for both groups. It is the type of
interview in which the researcher uses open-ended questions, with a mix of more- and
less-structured interview questions (Merriam, 2009). Before interviewing, the students
chose their individual pseudonyms to represent themselves in the study. The interviews
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were audio-recorded and then transcribed. Interview questions are shown in Appendix
O. They centered on students’ feelings about reading comprehension and what they did
to arrive at answers to comprehension questions. For instance, one question asked: When
you have to answer comprehension questions, what do you do? Please explain your
process.
Artifacts. I used three forms of artifacts: short-constructed responses, test
answers, and picture representations of the QAR experience. Each form of artifact is
described below.
Short-constructed responses. Data were collected twice from all 57 students
participating in the study. As shown in Table 2, students completed the first shortconstructed response in week 5. The treatment group wrote their individual responses
before receiving QAR training at the beginning of the week. The control group
completed theirs in the same week in a reading period where they received traditional
instruction. Every student in both the control and treatment groups wrote a shortconstructed response to reflect on two areas. The first area was their perspectives about
learning comprehension: “I feel that learning reading comprehension…” The second
area was their current practices answering comprehension questions: “When I have to
answer comprehension questions, I…” Therefore, data from the first set of shortconstructed responses reflected the students’ perspectives toward learning comprehension
with traditional instruction.
For the second short-constructed response, data were collected in week 8 (see
Table 2). It was after the treatment group had been trained in QAR in week 5 and had
practiced using QAR six times in week 6 to 8. The treatment group reflected on three
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areas. The first area was their perspectives about learning reading comprehension:
“Now, I feel that learning reading comprehension…” The second area was their
practices: “Now, when I have to answer comprehension questions, I…” The third area
was their questions about QAR: “What I still do not understand about QAR is/are…”
The control group reflected on the same first and second areas as the treatment group.
Data from the first and second short-constructed responses helped in understanding
whether perspectives of the students in the treatment group changed and differed from
those of the students in the control group as a result of QAR.
Test answers. For the quantitative phase, I looked at student test scores.
However, their test answers also served as qualitative data. For the qualitative phase, I
compared the quality of the treatment group’s pretest answers to their posttest answers as
well as to the control group’s test answers. In examining test answers, I looked at both
correct and incorrect answers to analyze whether and how the presence and the absence
of QAR affected their perspectives of question answering. Pretest answers were
collected in week 2 to 4; posttest answers were collected in week 10 to 12 (see Table 2).
Picture representations of the Question-Answer Relationships experience. As
shown in Table 2, picture representations of the QAR experience were used with the
treatment group at the interview in week 14. I chose this form of artifact based on
researchers’ suggestions that alternative modes of data collection, such as drawings and
photos, would enable children of varying ages, abilities and backgrounds to contribute
their ideas in ways that would not be possible in the form of written text alone (Fleet &
Britt, 2011; Lahman et al., 2011). Before the interview, I selected eight picture
alternatives and field-tested them with four fifth-graders from low-SES families who did
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not participate in the focus-group interviews. Based on the field test, I finally picked
four picture choices to be used with the interviewed students, as shown in Appendix P.
The criteria in selecting the final pictures based on the field test was: (a) at least three
students chose the pictures, and (b) the pictures enabled the students to describe their
meanings in more than a few words. Each student from the treatment group who
participated in a focus-group interview chose a picture that represented his or her
thoughts and feelings about learning comprehension with QAR and described the
meaning of the chosen picture as part of the interview.
Teacher data. As shown in Table 2, teacher data were collected from: (a)
informal conversations between the teacher and the researcher, (b) an interview, and (c)
artifacts. Data from all sources answered Research Question 4: How does teaching QAR
impact the teacher’s perspectives about teaching reading comprehension?
Informal conversations between the teacher and the researcher. Data from this
source involved ongoing discussions about student outcomes both before and after the
teacher taught QAR. During the grading of worksheets and tests, we talked about
students’ difficulty with reading comprehension and their improvements after learning
QAR. I took short notes on important points. Later, I confirmed them with the teacher
over email correspondence during the member-checking process of the teacher data
analysis.
Interview. I conducted a face-to-face, semi-structured interview (Merriam, 2009).
The interview was audio-recorded and then transcribed. The teacher chose a convenient
time and place within the setting for the interview. Before interviewing, the teacher
chose a pseudonym to represent herself in the study. Interview questions are shown in
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Appendix Q. They centered on the teacher’s perspectives about teaching QAR and her
students’ performance. For instance, one question asked: How do you think and feel
about your student comprehension learning at this point?
Artifacts. As shown in Table 2, I used three forms of artifacts: short-constructed
responses, picture representations of the QAR experience, and email correspondence.
Each form of artifact is described below.
Short-constructed responses. Data were collected twice: before the teacher
received QAR training in week 4, and after she had experienced teaching with QAR in
week 8 (shown in Table 2). For the first short-constructed response, the teacher
completed the statement: “When I teach reading comprehension, I feel that…” For the
second short-constructed response, the teacher reflected on two areas. The first area was
about her instruction: “At this point, I feel my comprehension instruction…” The second
area was about her student learning: “At this point, I feel my student comprehension...”
The first short-constructed response was then compared to the second short-constructed
response as well as to data from other sources to understand whether the teacher’s
perspectives about teaching comprehension changed as a result of QAR.
Picture representations of the Question-Answer Relationships experience. The
same set of eight picture alternatives as that field-tested with students were field-tested
with four Thai female teachers at the school who were in the same age range as the
participating teacher. Based on the field test, I picked five picture choices to be used with
the participating teacher (see Appendix R). The criteria in selecting the final pictures
based on the field test was: (a) at least two teachers chose the pictures, and (b) the
pictures enabled the teachers to describe their meanings in more than a few words. The
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pictures were used as part of the interview in week 14. Instead of choosing only one
picture, the teacher preferred to choose two pictures to describe her thoughts and feelings
about teaching QAR.
Email correspondence. As shown in Table 2, data from email correspondence
were collected in weeks 35 and 36. This set of data was collected later because I used
this form of artifact during the member-checking process after the teacher data were
analyzed. In sending the teacher the data analysis for member checking, I not only
checked whether the analysis really reflected the teacher’s perspectives, but also asked
questions in order to obtain additional data. Examples of additional questions were: (a)
Did you continue to teach QAR in the second semester?, and (b) Is there anything else
you would like to share about teaching QAR? The teacher responded with her agreement
with the data analysis and additional data, for example, what she shared with colleagues
regarding the effectiveness of QAR.
Data Analysis Procedure
The audio-recorded data from the focus-group interviews with students and the
interview with the teacher were transcribed. Then, I cut the participants’ words from the
transcriptions. After that, the entire qualitative data from all sources were examined and
analyzed both inductively and deductively (Creswell, 2014). The processes were as
follows:
First, I separated data into pre- and post-projects (in other words, pre-QAR and
post-QAR) for comparisons of the participants’ perspectives. Second, for student data, I
looked at data from short-constructed responses and arranged them into categories and
assigning codes to the categories. Charts were used to lay out the codes and the number
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of responses under each of the codes. I looked at student data from this source first
because they provided perspectives from all student participants. Third, I examined
student data from other sources, looked for categories that emerged from the data, and
assigned codes to the categories. Teacher data from all sources were also categorized and
assigned codes. Fourth, I compared data from all sources to see whether the assigned
codes: (a) matched, (b) should be regrouped, and (c) should be redefined. The peer
examiner in the study was involved in this process. Examples of the coding are explained
below. Fifth, I compared: (a) treatment group’s data before and after learning QAR, (b)
treatment group’s data to control group’s data, and (c) teacher’s data before and after
teaching QAR. Sixth, I examined the codes and data under each of the codes to see what
themes emerged from them. Seventh, I considered alternative themes that emerged from
the data and worked with the peer examiner to adjust and choose the themes that mostly
fit the data to answer the research questions. Finally, I looked back at the data from the
themes to find more evidence that supported each theme and to consider whether
additional data should be obtained. The following shows data coding examples that led
to the themes.
The coding of student data. Under the code “state strategies when answering
comprehension questions” were statements such as: “[I] see what question type this
question is;” and “[I] think about what [I] used to learn and used to do.” In addition,
students’ test answers were coded as “effective use of answer sources” when the answers:
(a) were correct for Right-There questions; (b) were correct and complete for Search-forAnswer questions; and (c) demonstrated the effective use of thoughts, prior knowledge,
and experiences for Read-and-Think and On-My-Own questions. These data and their
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codes were compared as afore-mentioned in the fifth step. The comparisons led to the
theme related to the treatment group’s strategic view of reading comprehension after
learning QAR. Note that some data related to two different codes. Thus, when it was
appropriate, the data were double coded.
The coding of teacher data. The teacher’s statements related to her perceptions
of how reading comprehension should be taught were coded as “the meaning of teaching
reading comprehension.” Examples of these statements were: “Before, I thought
teaching reading comprehension was having students summarize stories;” and “Now, [I]
think teaching reading comprehension is helping children to have better thinking in
finding answers because [they] have explicit steps to help [them].” Upon reexamining
the entire data under this code, the code was renamed as “the teacher’s comprehension
instruction.” After data were compared before and after the teacher taught QAR, this
code led to the theme related to the teacher’s changes in reading comprehension
pedagogy.
Trustworthiness
Trustworthiness or the rigor of qualitative research consists of four areas:
confirmability, credibility, dependability, and transferability (Lincoln & Guba, 1985).
Confirmability is the extent to which the findings are shaped by the participants’
experiences and not the researcher’s preferences (Shenton, 2004). Credibility is the
extent to which the findings match reality (Merriam, 2009). Dependability is the extent
to which the findings are consistent with the data collected (Merriam, 2009).
Transferability is the extent to which findings of a study apply to other situations
(Merriam, 2009).
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According to Creswell (2013), at least two strategies to ensure trustworthiness
should be used in any given study. I used four strategies for this study’s trustworthiness:
member checking, peer examination, rich and thick description, and triangulation.
Member checking. This strategy addresses a study’s credibility (Merriam,
2009). Member checking refers to sending the interview transcriptions, specific
descriptions, or themes back to participants to determine whether the participants feel that
the interpretations and data analysis are accurate (Creswell, 2013). I used the strategy
with the teacher data. Through email correspondence: (a) I sent the teacher the analysis
of the teacher data and questions to obtain additional data, and (b) she replied with
agreement to the data analysis and responses to the questions. As earlier discussed in the
section of email correspondence, the questions were to follow up whether the teacher
continued to teach QAR after this study and to ask whether there were more comments
she would like to share about QAR. The member-checking process helped enrich the
data under each of the codes as well as reaffirm the teacher’s theme.
Peer examination. The strategy addresses a study’s credibility and dependability
(Merriam, 2009). According to Merriam (2009), “a thorough peer examination would
involve asking a colleague to scan some of the raw data and assess whether the findings
are plausible based on the data” (p. 220). I involved a Thai teacher colleague with a
doctorate in education and experience in qualitative research to conduct peer
examination. The peer examiner is proficient in both Thai and English languages. He
was also involved in reviewing all translations in the study to ensure the translations
matched the meaning in the original language.
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Rich and thick description. This strategy addresses a study’s credibility and
transferability (Merriam, 2009; Shenton, 2004). Because rich and thick description of the
findings includes participants’ actual words from interviews and written notes, it not only
provides adequate evidence of the findings, but also allows readers to understand the
phenomenon under investigation, enabling them to decide whether the findings apply to
their situations (Merriam, 2009; Shenton, 2004). For the study’s qualitative findings, I
report them by including quotations of the participants’ words from both the artifacts and
interviews.
Triangulation. Triangulation addresses a study’s confirmability, credibility and
dependability (Merriam, 2009; Shenton, 2004). The strategy refers to using multiple
sources of data, and then comparing and crosschecking the data collected from those
sources (Merriam, 2009). As described earlier in this chapter, this study’s data were
obtained from multiple data sources and examined altogether in the data analysis
procedure. This process allowed me to see how data from each of the sources enhanced
or contrasted one another and what themes emerged from the entire data.
Chapter Summary
In this chapter, I presented the methodology for this study. I examined the impact
of QAR on Thai reading comprehension of economically disadvantaged students at a
low-SES school in an upcountry province of Thailand. The QAR strategy was
investigated in one teacher’s fifth-grade Thai reading class. The study was an
explanatory sequential mixed methods study that consisted of two phases: a quantitative
phase, followed with a qualitative phase. The quantitative research design was quasiexperimental pre-post test with a control group. Results from the quantitative phase
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answered the research questions regarding the impact of QAR on the reading
comprehension performance of students as measured by researcher-created
comprehension tests. The qualitative research design was case study research, underlain
by the epistemology of constructivism and the theoretical framework of phenomenology.
Findings from the qualitative phase, obtained from multiple data sources, answered the
research questions involving the impact of QAR on the students’ and teacher’s
perspectives about learning and teaching reading comprehension.
In the next chapter, Chapter IV, I discuss the study’s results from the data
analyses as presented in this chapter. First, I report results from the quantitative phase
that answered Research Questions 1 and 2. Second, I describe findings from the
qualitative phase that answered Research Questions 3 and 4.
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CHAPTER IV

RESULTS
This study aimed to examine the impact of QAR on Thai reading comprehension
of economically disadvantaged students as well as on the students’ and the teacher’s
perspectives about learning and teaching reading comprehension. The guiding questions
for this research included the following:
Q1

Does the Thai reading comprehension performance of the students taught
with QAR differ from that of the students taught with traditional
comprehension instruction?

Q2

Does the Thai reading comprehension performance of the students taught
with QAR improve when compared to their performance when taught with
traditional comprehension instruction?

Q3

How does learning QAR impact the students’ perspectives about learning
reading comprehension?

Q4

How does teaching QAR impact the teacher’s perspectives about teaching
reading comprehension?

The study was an explanatory sequential mixed methods study. There were two
phases. The quantitative phase employed a quasi-experimental research design to answer
Research Questions 1 and 2. The qualitative phase used a comparative case study that
answered Research Questions 3 and a single-case study that answered Research Question
4. The qualitative phase also provided in-depth understanding of the results in the
quantitative phase. In this chapter, I present quantitative results first, followed by
qualitative findings.
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Quantitative Results
Baseline Testing
Student participants were from two intact fifth-grade classes. Therefore, prior to
taking pretests, both the treatment group and the control group took a baseline test, which
assessed whether groups were similar in terms of their Thai reading comprehension
performance. Fifty-seven students took the baseline test, with 28 students in the
treatment group and 29 students in the control group (treatment group: M = 12.4, SD =
3.18; control group: M = 11.5, SD = 4.15). The groups’ mean scores were compared
using One-way ANOVA. The alpha level was set at .05 for tests of significance.
Before conducting an ANOVA analysis, the ANOVA assumptions were
examined, and they were met. Shapiro-Wilk’s test of normality showed no evidence of
non-normality (treatment group: p = .136 > .05; control group: p = .849 > .05). Levene’s
test of homogeneity of variances showed no evidence of non-constant variance by group
(p = .205 > .05). Regarding the groups’ Thai reading comprehension performance, the
ANOVA result indicated that the treatment group and the control group were not
different, F(1, 55) = .80, p = .376. Therefore, it could be concluded from the results of
the baseline testing that before the study’s independent and dependent variables were
applied, student participants in the treatment group and the control group had equivalent
Thai reading comprehension performance.
Research Question 1
Q1 Does the Thai reading comprehension performance of the students taught
with QAR differ from that of the students taught with traditional
comprehension instruction?
All 57 students who took the baseline test participated in taking pretests and
posttests. To answer Research Question 1, the treatment and control groups’ mean gain
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scores (pretest versus posttest) were compared using One-way ANOVA. The alpha
level was set at .05 for tests of significance. Before assessing whether groups were
different in terms of their Thai reading comprehension performance, the ANOVA
assumptions were examined, and they were met. Shapiro-Wilk’s test of normality
showed no evidence of non-normality (treatment group: p = .963 > .05; control group:
p = .228 > .05). Levene’s test of homogeneity of variances showed no evidence of nonconstant variance by group (p = .257 > .05).
Regarding Research Question 1 addressing whether the Thai reading
comprehension performance of the students taught with QAR differed from that of the
students taught with traditional comprehension instruction, the answer was: Yes, groups’
performances were different. The ANOVA result showed evidence of a significant
difference between the mean gain scores (pretest versus posttest) of the treatment and
control groups, F(1, 55) = 36.6, p < .001. The group taught with QAR outperformed the
group taught with traditional instruction (treatment group: M = 2.98, SD = 1.38; control
group: M = 0.98, SD = 1.09). Based on the evidence, it could be concluded that when
economically disadvantaged fifth-graders in this study were taught with QAR, their Thai
reading comprehension performance improved significantly more than that of similar
students taught with traditional comprehension instruction.
Research Question 2
Q2

Does the Thai reading comprehension performance of the students taught
with QAR improve when compared to their performance when taught with
traditional comprehension instruction?

To answer Research Question 2, the treatment group’s pretest and posttest median
scores were compared using the Wilcoxon signed-rank test. The alpha level was set at
.05 for tests of significance. First, the normality assumption was examined. Shapiro-
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Wilk’s test of normality showed that the assumption was met for the pretest (p = .216 >
.05). However, the normality could not be assumed for the posttest (p < .05). Therefore,
the Wilcoxon signed-rank test was performed because the test is appropriate when the
normality assumption is violated (“Wilcoxon signed-rank test,” n. d.).
Regarding Research Question 2 addressing whether the Thai reading
comprehension of the students taught with QAR improved when compared to their
performance when taught with traditional instruction, the answer was: Yes, their Thai
reading comprehension improved. The Wilcoxon signed-rank test result showed a
significant difference between the pretest and posttest scores of the treatment group (p <
.001). The group’s pretest and posttest median scores were 5.67 and 8.75, respectively.
Based on this result, it could be concluded that when economically disadvantaged fifthgraders in this study were taught with QAR, their Thai reading comprehension
performance significantly improved when compared to their performance when taught
with traditional comprehension instruction.
Conclusion
Results from the quantitative phase showed evidence of QAR effectiveness in
promoting Thai reading comprehension of economically disadvantaged fifth-graders as
measured by end-of-text comprehension tests. QAR helped the treatment group to
outperform their peers in the control group and to significantly improve in Thai reading
comprehension.
Qualitative Findings
Qualitative findings answered Research Questions 3 and 4, which involved the
impact of QAR on the students’ perspectives about learning reading comprehension, and
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the teacher’s perspectives about teaching reading comprehension, respectively. The
participants’ actual words were reported in Thai, the language used in collecting the data.
They were accompanied with English translations. I decided to include the participants’
words in Thai in order to show the beauty of and my respect for the Thai language. In
addition, they allowed me to keep that aspect of the participants’ voices. I translated the
participants’ words from Thai to English to reflect grammatical accuracy in English. The
peer examiner involved in this study reviewed the English translations to ensure they
matched the participants’ language meaning in Thai.
Research Question 3
Q3

How does learning QAR impact the students’ perspectives about learning
reading comprehension?

Findings on students’ perspectives were derived from five data sources: (a) shortconstructed responses, (b) focus-group interviews, (c) test answers, (d) picture
representations of the QAR experience, and (e) class observations during testing. Shortconstructed responses and test answers were collected from all the student participants.
For focus-group interviews: (a) one group involved four students from the control group,
and (b) the other group involved four students from the treatment group. Regarding
picture representations of the QAR experience, they were used during the focus-group
interview with treatment-group students. Each of the students chose a picture that
represented his or her feelings learning QAR and described the chosen picture. For class
observations, I observed both groups’ behaviors in answering test questions. Findings
from all data sources yielded three themes that answered Research Question 3. First, the
treatment group viewed reading comprehension more strategically. Second, they viewed
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reading comprehension as thinking beyond what they read. Third, they felt positive to
have a tool that helped them master reading comprehension.
Theme 1: They viewed reading comprehension more strategically. Data
coded under this theme were those that showed that students in the treatment group dealt
with comprehension questions more strategically after learning QAR. I looked at all data
sets together to arrive at this theme. However, I discuss findings from short-constructed
responses first in order to illustrate an overall picture of the findings under this theme.
Then, I discuss the findings from this data source in triangulation with findings from
other sources for the treatment group, followed by the control group.
The treatment group. Overall, findings showed that with the presence of QAR,
students approached comprehension questions more strategically, and their strategies
were more effective. The folllowing describes the findings in detail.
Findings from the four data sources were consistent. Findings from shortconstructed responses, provided by all students in the group, showed that the treatment
group’s statements about using strategies when answering comprehension questions
increased by 41% after learning QAR. In addition, of the total number of 28 students, 24
students stated using strategies. The strategies that they used post-QAR training involved
QAR components in that the students mentioned sources of answers and question-type
identification. Likewise, all four students who participated in the focus-group interview
shared their strategies that involved QAR components. Comments from the students
included:
-

“อ่านโจทย์ให้เข้าใจ แล้วลงมือหาคําตอบ โดยไล่ดูในหนังสือทีละบรรทัดครับ”	
  	
  (“Make sense of
the question, then look for the answer in the book by tracking line by line.”)	
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-

	
  “ค้นคําตอบในเรื่อง และบางทีฉันก็คิดเอง” (“Search for answers in the story and
sometimes think on my own.”)	
  

-

“หาในหนังสือ หรือว่าสมมติมันเป็นประเภทอ่านแล้วคิด เราอ่าน แล้วเราก็เอามาคิดต่อ

แล้วเราก็เอามาเขียนค่ะ” (“Search in the book. Or if the type is Read and Think,
we read. Then we think further. Then we write [the answer].”)	
  

- “อ่านโจทย์ให้เข้าใจ แล้วก็ดูว่าเป็นคําถามประเภทไหน แล้วก็ค่อยหาคําตอบ...ในหนังสือ หรือว่าเรา
คิดเองก็ได้ครับ” (“Make sense of the question. Then, see what type the question
is. Then find the answer…in the book, or think on my own.”)
Findings from class observations during posttesting showed that treatment-group
students approached test questions more strategically after learning QAR. During
posttesting, they identified question types before answering questions as instructed in the
test sheets. After that, they: (a) tracked through the read story to look for answers for
questions in the In-the-Book category, and (b) did not look for answers in the read story
for questions in the In-My-Head category. Their test answers also indicated that the
students approached comprehension questions more strategically in the posttests (postQAR training) than in the pretests (pre-QAR training). The treatment group’s pretest
answers showed that the strategies that they used pre-QAR training did not help them
with answering comprehension questions. For Right-There questions, they sometimes
made up answers instead of looking for the answers in the read story. For Search-forAnswer questions, they often failed to provide complete answers since they were not yet
taught to search for answers from two or more places in the read story. For Read-andThink and On-My-Own questions, they could answer them only when the questions were
about their daily lives; for example: “What are some benefits of water in your daily life?
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Give 4 examples.” However, if the questions were not about their daily lives, students
tended to: (a) draw words or sentences from the read story to answer the questions, (b)
provide answers that did not clearly communicate their thoughts, or (c) did not answer
what the questions asked. An example of such questions was: What moral do you get
from reading this poem?
After QAR training, the treatment group’s posttest answers improved
tremendously. In examining their posttest answers, I found that the students effectively
used the QAR strategy. First, they identified a question type for each of the test
questions. Second, their question-type identifications were mostly correct. Third, their
test answers corresponded to the identified question types. As a result, their answers
were: (a) taken correctly from the read story for Right-There questions; (b) drawn
correctly and completely from the read story for Search-for-Answer questions; (c)
showed that they comprehended the read story and could think further beyond what they
read for Read-and-Think questions; and (d) showed that they used thoughts, prior
knowledge, or personal experiences, in relevance to the story context, for On-My-Own
questions. They could even answer questions that were not about their daily lives; for
example: “Write 2 names of the persons who contribute to the Thai nation.” For this
question, it was interesting to find that students’ thoughts were diverse. Many wrote the
names of the figures at the national level: King Bhumibol Adulyadej, and Prime Minister
Prayuth Chan-ocha. Some pulled from their prior knowledge of the past unit’s story
about certain figures that contributed to Thai communities at large. Others wrote the
school director’s name and the names of their teachers. Their answers showed that
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learning and practicing QAR helped them to become efficient in using information in
their heads as a source of comprehension answers.
Findings from the treatment group after learning QAR demonstrated strategic
thinking. First, they took the step of asking themselves about question types before
finding answers to comprehension questions. Second, they understood about question
types, so they knew when to look for answers in the read story and when to think on their
own. Third, when they had to think on their own; they were effective in using their
thoughts, prior knowledge, and experiences even when the questions were far from their
daily lives. In summary, they viewed reading comprehension more strategically than
before they learned QAR.
The control group. Overall, findings showed that with the absence of QAR,
students’ strategies in answering comprehension questions did not change and were not
effective. The following describes the findings in detail.
Data from short-constructed responses showed that the number of control-group
students who stated the use strategies only increased from 10 students pre-project to 11
students post-project. In addition, their strategies only changed slightly. For example,
they no longer stated the use of memorization of the read story post-project. However,
data from a focus-group interview with four students from the control group showed a
different finding in terms of the use of memorization. Three students stated that they read
the story beforehand and did not open the textbook when answering comprehension
questions. When asked why they did not open the textbook, one student responded,
“เพราะเราอ่านมาก่อนนั้นแล้วค่ะ... เพราะว่าเราเข้าใจแล้วค่ะว่าคําถามนี้ถามว่าอะไร เหมือนว่าเราตอบได้แล้วค่ะ”
(“Because we already read [the story] beforehand…because we already understand what
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the question asks, like we can answer [it] already.”). Based on class observations
during testing, some students in the control group did not open the textbook both pre- and
post-projects. This behavior of the group and a student’s response during the focus-group
interview connoted answering questions from memorization of the read story.
Based on data from short-constructed responses, one control-group student stated
post-project, “ค้นหาในหนังสือ และบางข้อก็คิดเอาเอง” (“[I] search in the book and think on my
own for some questions.”). This statement sounded as if the student could distinguish
question types. Yet, data from the student’s posttests revealed that for certain questions
of which answers were in the read stories, she did not look for the answers in the stories
but made up her answers. This finding explained why she mentioned about thinking on
her own. The student’s posttest mean score was below the control group’s posttest mean
score. The mistake of making up answers was not limited to below-average students.
One student in the focus-group interview whose mean score was above the group’s mean
score also made the same mistake. She was one of the students who said that they did not
open the textbook when answering comprehension questions. During the focus-group
interview, I pointed to one question on her test sheet that she answered incorrectly. The
question was in the In-the-Book category. I asked her how she arrived at the answer, and
she replied, “จินตนาการขึ้นมาเองค่ะ” (“[I] imagined [it] up myself.”). When examining the
control group’s test answers, I found this mistake was consistent in both the pretests and
the posttests.
Another mistake was that control-group students sometimes drew answers from
the read stories for questions in the In-My-Head category. This mistake could be found
in both their pretests and posttests. However, they could answer some of such questions
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when the questions were about their daily lives; for example: “What are some benefits
of water in your daily life? Give 4 examples.” However, if the questions were not about
their daily lives, students tended to: (a) draw words or sentences from the read story to
answer the questions, (b) provide answers that did not clearly communicate their
thoughts, or (c) did not answer what the questions asked. For example, one posttest
question asked students to name two persons who contributed to the Thai nation.
Fourteen students in the control group used fictional characters in the read story to
answer the question. Two of these students participated in the focus-group interview. I
showed them their test sheets and asked how they arrived at the answer. One student
responded that he could not answer the question so looked for the answer in the story. He
added that he could not find the answer so wrote the names of the characters in the story
instead.
Findings from the control group demonstrated the following. First, some of the
students relied on what they remembered from the read story in answering
comprehension questions. Second, they did not know when to look for answers in the
read story and when to think on their own. Third, they could not effectively think of
answers on their own when questions in the In-My-Head category were far from their
daily lives. In summary, they lacked effective strategies to help them with answering
comprehension questions.
Briefly summariazing findings under the first theme, the control group’s
perspectives in approaching comprehension questions did not change overtime, and the
strategies they used did not help them to effectively answer comprehension questions.
Regarding the treatment group before learning QAR, findings showed that they were
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similar to the control group. The strategies they used did not help them to effectively
answer comprehension questions. After learning QAR, they viewed reading
comprehension more strategically, and the strategies they used helped them to effectively
answer comprehension questions.
Theme 2: They viewed reading comprehension as thinking beyond what they
read. Data coded under this theme were those showing the treatment group’s awareness
of and effectiveness in thinking beyond what they read. The treatment group’s data
showed that after learning QAR, they perceived that reading comprehension also
involved their thoughts, opinions, prior knowledge, and experiences. They expressed this
perception both in short-constructed responses and during the focus-group interview.
Some of their comments were as follows:

- “ผมไม่เคยอ่านแล้วคิดต่อเลย” (“I never read and thought further before.”)
-

“ใช้ความคิดในเรื่องที่เคยอ่านและเคยทํา” ([I] use [my] thoughts about what [I] used to
read and used to do.”)	
  

-

“เรานําการอ่านจับใจความไปใช้ในชีวิตได้” (“We can bring reading comprehension to
apply in life.”)	
  

-

“มันจ๊าบเวลาที่เค้าถามว่า นักเรียนคิดว่าควรทําอย่างไร”	
  	
  (“It’s cool when they ask how we	
  
students	
  think [we] should	
  do.”)	
  

This set of data indicated that the treatment group was aware that they were
thinking beyond what they read. Other data that supported this theme were their posttest
answers that demonstrated the effective use of their thoughts, prior knowledge, and
experiences in answering questions in the In-My-Head category. When compared to the
control group, data showed that they did not state about thinking beyond what they read
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despite the fact that they could also use their experiences in answering questions in the
In-My-Head category when the questions were close to their lives. This finding
suggested that control-group students were not aware that they were thinking beyond
what they read.
Theme 3: They felt positive to have a tool that helped them master reading
comprehension. Data coded under this theme were those showing that students in the
treatment group felt that QAR helped them achieve in learning reading comprehension.
First, I present comparative findings from short-constructed responses (Figure 3) in order
to illustrate the overall picture of the findings from all student participants. Then, I
discuss the findings in triangulation with findings from other data sources for the
treatment group, followed by the control group. Note that the numbers shown in Figure 3
represent the number of responses. Some students wrote various feelings.
Student statements about their feelings learning reading comprehension
Feelings

Treatment Group
Pre-QAR
Post-QAR
Training
Training

Control Group
Pre-Project
Post-Project

Positive

30

48

25

24

Negative

4

None

4

5

Both positive
and negative

6

None

6

7

!

Figure 3. Short-constructed responses regarding student feelings.
The treatment group. Overall, findings showed that with the presence of QAR,
the treatment group’s feelings changed tremendously in a positive way. The following
describes the findings in detail.
Findings from all data sources were consistent. They showed that the treatment
group completely expressed positive feelings about reading comprehension after learning
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QAR (Figure 3). Their positive comments increased by 60%. In addition, their
negative comments before learning QAR disappeared. Figure 4 displays categories of
their positive feelings found from short-constructed responses. I explain Figure 4 first
and follow by discussing in-depth findings from other data sources.
The treatment group’s positive feelings about learning reading comprehension
Categories
They gained knowledge.
It is not difficult.
They liked/had fun learning.
They felt they did well.
Others
Total

Pre-QAR Training

Post-QAR Training

15

22

1

5

10

15

None

4

4

2

30

48

!

Figure 4. Short-constructed responses regarding the treatment group’s
positive feelings.
According to Figure 4, the most frequent positive comment was that they felt they
gained knowledge; it increased by 46% after learning reading comprehension with QAR.
I found from the focus-group interview with four treatment-group students that the
knowledge was specifically QAR’s question types, which they mentioned several times.
They stated that the learning of question types was new knowledge that they wanted to
continue using in reading comprehension because it helped them as follows:
-

“มันช่วยเราหาคําตอบได้ง่าย เพราะเรารู้ว่าคําตอบอยู่ตรงไหน” (“It helps us find answers
easily because we know where the answers are.”)
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-

“มันช่วยให้เราเข้าใจคําถามมากขึ้น…ว่าข้อนี้ตอบอย่างนี้ ข้อนั้นตอบอย่างนั้น” (“It helps us
understand questions better…that [we should] answer this way for this
question and answer that way for that question.”)

-

“เราอ่านโจทย์แล้ว เราไม่รู้คําตอบ เราก็เข้าไปหาที่ในสมุด หรือว่าในหัวของฉัน” (“We read a
question, [and] we don’t know the answer. So, we search in the book, or in
my head.”)

-

“มันทําให้เราตอบได้ดีขึ้น และก็ทําให้เราไม่งง รู้สึกข้อสอบมันง่ายขึ้น” (“It makes us answer
[questions] better, not confused, and feel that tests are easier.”)

The above findings helped me understand why the treatment group’s comments
that they had fun learning and that learning was not difficult increased (Figure 4). It was
because they felt that QAR enabled them to answer comprehension questions more
easily. Another important finding was regarding their feelings about their ability in
reading comprehension. None of the treatment-group students felt before that they did
well in reading comprehension, but their feelings changed after learning QAR (Figure 4).
In addition, the students who participated in the focus-group interview said that they were
“very proud” of their improved scores.
The treatment group’s positive feelings were also reflected in their chosen
pictures to represent how they felt about learning reading comprehension with QAR. The
students who participated in the focus-group interview shared meanings of their chosen
pictures. The meanings could be converged at the feeling that they were capable of
reading comprehension (Figure 5).
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!
Pictures

Descriptions

“มันไม่งง ทําให้เข้าใจ”!!
(“It’s not confusing. [It] makes me understand.”)

!
“รู้สึกว่าเราหายงงแล้ว เป็นรูปคนหายงงแล้วค่ะ รู้สึกเรียนสบาย”!
(“[I] feel that I’m no longer confused. It’s a picture of a
person no longer confused. [I] feel comfortable learning.”)

“รู้สึกสบายๆ รูปนี้มันรู้สึกว่านกมันสบาย รู้สึกสบายๆ เรียนได้ดี
เรียนแล้วสนุก”!!
(“[I] feel comfortable. This picture feels like the bird is
feeling comfortable. [I] feel comfortable. [I’m] good at
learning. Learning is fun.”)

“แปลว่าตอบได้อย่างฉะฉานแล้วค่ะ”!!
(“[It] means now [I] can answer [questions] fluently.”)

!

Figure 5. Picture representations of the students’ QAR experience.
The control group. Overall, findings showed that with the absence of QAR, the
control group’s feelings did not change. The following discusses the findings in detail.
The control group’s data were collected from short-constructed responses from all
students in the group, and a focus-group interview with four students from the group.
Findings from both data sources were consistent in that the students had mixed feelings
about reading comprehension. Data from short-constructed responses showed that the
control group’s feelings did not change over time (Figure 3). Though there were more
positive comments than negative comments, the same negative comments remained postproject. Their negative comments included: (a) reading comprehension was too difficult,
(b) they were confused, and (c) they could not do well. The control-group students who
participated in the focus-group interview also shared their feelings of struggle in learning
reading comprehension. Comments from the students included:
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- “ยากตรงที่ว่า เราอาจจะอ่านแบบไม่ค่อยเข้าใจ ก็เลยตอบผิดค่ะ” (“[It’s] difficult in that
perhaps we didn’t understand what [we] read so answered incorrectly.”)

- “ยากตรงที่ตอบคําถามครับ...มันตอบไม่ถูกน่ะครับ” (“[It’s] difficult in answering
questions...[I] answered incorrectly.”)

- “งงตรงที่คําถาม งงว่าไม่รู้จะตอบอะไร” (“[I] was confused with questions. [I] was
confused because [I] didn’t know what to answer.”)
However, there were areas that the students found easy. One student shared that it
was easy while reading. Another two students felt reading comprehension was easy
when when they read beforehand. One of them noted, “ง่ายตรงที่เราอ่านแล้ว การที่เราอ่านมาแล้ว

แล้วเราก็มาตอบคําถาม ก็จะสามารถทําให้ตอบได้ ถ้าเราจําที่อ่านได้” (“[It’s] easy when we have read [the
story]. When we read beforehand and answered questions, we would be able to answer if
we remembered what we read.”).
Briefly summarizing the findings under the third theme related to student feelings,
the control group did not change overtime; they found reading comprehension difficult to
master throughout the course of the study. Regarding the treatment group before learning
QAR, they felt similarly with the control group. After learning QAR, they felt positive to
have found a tool that supported them to master reading comprehension.
Summary of findings for Research Question 3. How does learning QAR
impact the students’ perspectives about learning reading comprehension? First, the
treatment group perceived reading comprehension more strategically after learning
QAR. They understood the QAR strategy and were able to use the strategy effectively
when answering comprehension questions. On the contrary, the control group lacked
effective strategies to assist them with comprehension-question answering both in the
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pretests and the posttests. Second, the treatment group perceived reading
comprehension as thinking beyond what they read while the control group’s comments
did not reflect this perception. Third, the treatment group felt positive to have a tool that
helped them master reading comprehension after learning QAR. They expressed
completely positive comments about reading comprehension. They perceived that the
knowledge of QAR enabled them to master reading comprehension so wanted to continue
using QAR in reading comprehension. On the contrary, the control group expressed
mixed feelings about reading comprehension both pre- and post-projects. Their negative
feelings involved not being able to answer comprehension questions. Their positive
feelings involved being able to read and to memorize what they read.
Research Question 4
Q4 How does teaching QAR impact the teacher’s perspectives about teaching
reading comprehension?
Findings on the teacher’s perspectives were derived from five data sources: (a)
short-constructed responses before and after the teacher taught with QAR, (b) informal
conversations between the teacher and the researcher during data collection, (c) an
interview after posttesting and grading, (d) email correspondence between the teacher and
the researcher during the member checking of the teacher data analysis, and (e) picture
representations of the QAR experience. The findings yielded one theme that answered
Research Question 4: The teacher felt that she had found the pedagogy to help her
students succeed in reading comprehension.
Theme: The teacher felt that she had found the pedagogy to help her
students succeed in reading comprehension. Under this theme, there were two
subthemes involving the teacher’s perceptions: (a) changes in reading comprehension
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pedagogy, and (b) student outcomes. I discuss each subtheme by comparing findings
before and after the teacher taught reading comprehension with QAR.
Subtheme 1: Changes in reading comprehension pedagogy. Findings were
derived from: (a) the interview after posttesting and grading, and (b) email
correspondence between the teacher and the researcher. Data coded under this subtheme
were those that demonstrated the impact of QAR on the teacher’s changes in perspectives
about reading comprehension pedagogy. First, I discuss findings on the teacher’s
perceptions before teaching comprehension with QAR. Then, I discuss findings on her
perceptions after she had experienced teaching with QAR.
Before teaching comprehension with Question-Answer Relationships. Findings
from both data sources showed that the teacher perceived that teaching reading
comprehension was about: (a) asking questions of which the answers to the questions
must be from the read story, and then (b) having students summarize the story. She
stated:

การสอนแบบเดิม ให้เด็กหาว่าใคร ทําอะไร ที่ไหน แล้วสรุปสั้นๆเมื่อก่อนคิดว่าการสอนอ่านจับใจความ
คือการสอนให้เด็กสรุป เหมือนย่อเรื่อง อ่านแล้วสรุปย่อเรือ่ ง หาใจความสั้นๆ และคิดว่าคําถามและ
คําตอบต้องมาจากในเรื่อง
(The old way of teaching was to have children find who, what they do, where,
and then to summarize [the read story] briefly. Before, I thought that teaching
reading comprehension was about teaching children to summarize stories, to read
and summarize the gist briefly. Also, [I] thought that the questions and [their]
answers must be from the read story.)
In addition, the teacher commented that the old way of teaching comprehension
lacked the teaching of steps to help students find answers to comprehension questions.
Here was her comment:
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เมื่อก่อน ไม่มีขั้นตอนที่ว่าจะต้องหาคําตอบอะไรอยู่ตรงไหน คือ เด็กต้องคิดแล้วหา เด็กบางคนอาจจะ
หาได้ยาก ถ้าไม่มีขั้นตอนแบบเป็นระบบให้เขาค้นหา การหาคําตอบจึงกว้างมาก ไม่รู้ว่าจะต้องหาอะไร
ตรงไหน อย่างไร ทําให้ผลของคําตอบที่นักเรียนตอบก็มักจะไม่ตรงกับคําถาม
(Before, [there] were no steps of what answers to find [and] where to find them.
Children had to think and find. It could be difficult for some children to find
[answers] when there were no systematic steps for them to search [for answers].
So, finding answers were very broad. [They] didn’t know what to find, where,
and how. It made students’ answers not responding directly to the questions.)
After teaching comprehension with Question-Answer Relationships. Data yielded
three findings. The first finding was about the teacher’s perception of a difference
between teaching with QAR and having students summarize stories. The second finding
was her expanded perception of comprehension questions. The other finding was her
perception that teaching QAR equipped students with systematic thinking.
The following describes the first finding related to the teacher’s view of the
difference between QAR and story summarization. The teacher viewed that teaching
with QAR allowed students to bring their opinions to the learning while merely having
students summarize stories did not involve students’ opinions. She compared:

ตอนนี้คิดว่ามันคือการสอนให้เด็กเค้ามีความคิด...สิ่งที่แตกต่างจากการให้ สรุปเรื่องเฉยๆ คือ ความคิดเห็น
ของนักเรียน นักเรียนได้ใส่ความคิดเห็นของนักเรียนลงไป ได้แสดงความคิดเห็นจากการอ่านเรื่อง โดยที่ต้อง
เข้าใจเรื่องนั้นด้วย ไม่ได้คิดไปเองโดยไม่เกี่ยวกับเรื่อง
(Now, [I] think it’s about teaching students to have thinking…What differs from
having [students] only summarize stories is students’ opinions. Students get to
put their opinions into [the story], to express opinions from reading the story.
Also, they must understand the story, not just thinking up [whatever] that’s not
relevant to the story.)
Regarding the second finding related to the teacher’s expanded perception of
comprehension questions, data showed that QAR helped the teacher understand that
comprehension questions and their answers could be beyond what was in the read story.
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She felt that such questions helped students to comprehend what they read better. She
shared:

สิ่งที่ไม่เคยรู้มาก่อนเลย คือคําถามอ่านจับใจความมีแยกเป็นสองหมวดใหญ่ คําตอบอยู่ในเรื่องกับคําตอบ
อยู่ในหัวฉัน พอแยกอย่างนี้แล้ว ทําให้ชัดเจนในการหา ในการเข้าใจเรื่อง แต่ก่อนส่วนใหญ่ก็คิดว่าคําตอบ
จะมาจากในเรื่องแค่นี้ พอรู้แบบนี้ การตอบคําถามก็กว้างขึ้น เด็กจะได้เข้าใจเรื่องมากขึ้น ใกล้ชิดกับเรื่อง
มากขึ้น นักเรียนได้ใช้ประสบการณ์ในการตอบคําถาม เค้าก็จะเข้าใจเรื่องมากขึ้น และสามารถนําไปใช้ใน
ชีวิตของเด็กได้
(What [I] never knew before was that there are two main categories of
comprehension questions: the answer is in the story, and the answer is in my head.
Distinguishing this makes it explicit in finding [answers], [and] in comprehending
the story. Before, [I] usually thought that the answers were only from the story.
After knowing this, question answering is broader. Children can comprehend the
story better. [They] feel closer to the story. Students get to use their experiences
in answering questions, so they comprehend the story better. Also, they can apply
[what learned] in their lives.)
The third finding showed that the teacher viewed teaching QAR as teaching
students to think systematically. The teacher used the phrases “systematic thinking” and
“explicit steps of finding answers” interchangeably. She repeated them several times to
emphasize her core perception of teaching with QAR. She explained:

เด็กเค้าได้มีการคิดอย่างเป็นระบบมากขึ้น ว่าอ่านเรื่องนี้แล้วใจความสําคัญอยู่ตรงไหน การหาคําตอบ ว่า
คําตอบอยู่ตรงไหน ก็คือ เด็กเค้าสามารถ อย่างที่เราใช้ถามตอบสัมพันธ์ไปนะคะ มันก็คือ มีระบบในการคิด
มากขึ้น มีขั้นตอนในการคิด ว่าคําตอบน่าอยู่ตรงไหน เป็นระบบมากขึ้น จากที่เค้าเคยต้องหากว้างมาก
อันนี้ก็คือ ให้มีความคิดที่เป็นระบบมากขึ้น แคบมากขึ้น หาคําตอบได้ง่ายขึ้น...พอมาตอนนี้ การสอนอ่าน
จับใจความ ก็คิดว่ามันคือการให้เด็กเค้าได้มีความคิดในการหาคําตอบให้ดีขึ้น เพราะว่ามีขั้นตอนที่ชัดเจน
ในการที่จะช่วยค้นหา การหาคําตอบไม่กว้างเกินไป นักเรียนสามารถรู้ว่าคําตอบจะอยู่ตรงนี้นะ ควรตอบ
ประมาณนี้ เป็นขั้นตอน
(The children now think more systematically that when they have read a story,
where the main messages are. In finding where the answers are, the children can
[do it]. After using Question-Answer Relationships, it is [about] having more
systematic thinking, having steps in thinking of where the answers should be.
[It’s] more systematic, as opposed to before that finding [answers] was very
broad. This one is helping [them] to think more systematically, more narrowing
down, so finding answers is easier…Now, [I] think teaching reading
comprehension is helping children to have better thinking in finding answers
because [they] have explicit steps to help [them]. Finding answers is not too
broad. Students know where the answer should be [and] how the answer should
be, step by step.)
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Findings under the subtheme of the teacher’s changes in perspectives of reading
comprehension pedagogy after teaching QAR could be summarized as follows. First,
teaching reading comprehension was beyond having students summarize stories; it was
about allowing students to bring their opinions to the learning. Second, comprehension
questions and their answers also include those in which the answers are not in the read
story. Finally and most important, teaching QAR equipped students with systematic
thinking in finding answers to comprehension questions because they learned to have
explicit steps of thinking where and how the answers should be.
Subtheme 2: Student outcomes. Findings were derived from: (a) shortconstructed responses before and after the teacher taught QAR, (b) informal
conversations between the teacher and the researcher during data collection, (c) an
interview after posttesting and grading, (d) email correspondence between the teacher and
the researcher, and (e) picture representations of the QAR experience. Data coded under
this subtheme were those that demonstrated the teacher’s perceptions of her student
outcomes after learning QAR as well as her feelings about the student outcomes. I
discuss findings by showing how the teacher’s perceptions differed between before and
after she taught reading comprehension with QAR.
Before teaching comprehension with Question-Answer Relationships. The teacher
felt that teaching reading comprehension was difficult. Data from her short-constructed
response showed that she found it hard to help her students achieve in learning if they did
not already love reading. Moreover, she provided additional data in her email messages.
The following presents what she wrote in the short-constructed response, followed by the
email.
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- “ดิฉันรู้สึกว่าเป็นการสอนที่ต้องให้เวลากับนักเรียนอย่างมากในการอ่าน รวมทัง้ นักเรียนเองก็ต้องรัก
การอ่านด้วย รู้สึกว่ายากเพราะนักเรียนจับใจความสําคัญของเรื่องได้ไม่ครบ” (“I feel I need to
give students a lot of time in reading. Students themselves have to love
reading, too. [I] feel it’s difficult because students can’t completely catch the
main messages in the read story.”)

- “ในการอ่านนักเรียนก็ต้องเข้าใจผู้เขียนว่าต้องการสื่ออะไรกับผู้อ่าน ซึ่งแต่ก่อนตรงนี้เป็นอีกเรื่องหนึ่ง
ที่ยากในการทําความเข้าใจกับผู้เรียนค่ะ” (“In reading, students have to understand
what the author wants to communicate to the reader. Before, this was another
difficult thing to make students understand.”)
Based on our conversations before the teacher taught QAR, the teacher expressed
concern for certain students in the treatment group that they were particularly “slow.”
One of these students was the student with identified learning disabilities who moved
from the special education classroom to the general education classroom in Grade 4, as
mentioned in Chapter III. To bring QAR to the treatment group, she said, “Let’s try and
see.” Later, the teacher explained in her email that she was concerned whether the slow
students in the group could really improve. She wrote:

รู้สึกเป็นกังวลเพราะนักเรียนกลุ่มนี้มีปัญหาทั้งอ่านไม่คล่องและเขียนไม่คล่องด้วยค่ะ รู้สึกหนักใจว่าจะทํา
อย่างไรดีให้ทุกคนเรียนจับใจความได้ดี เพราะการอ่านได้เข้าใจและตอบคําถามได้ถูกต้องเป็นเรื่องที่ยาก
แม้แต่กลุ่มเด็กที่เรียนเก่งก็ยังมีปัญหาในเรื่องการอ่านจับใจความค่ะ
([I] felt concerned because these students are not fluent both in reading and
writing. [I] felt worried what to do to help every student be good at reading
comprehension. It is a difficult task to comprehend what they read and answer
questions correctly. Even kids who are good at learning have difficulty with
reading comprehension.)
After teaching comprehension with Question-Answer Relationships. Findings
showed that the teacher saw that the treatment group tremendously improved in terms of:
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(a) their academic outcomes, and (b) their enthusiasm in learning reading
comprehension. The following describes the findings in detail.
In terms of students’ academic outcomes, the teacher compared the quality of
answers between the treatment group and the control group. She shared her observation:

นักเรียนที่เรียนด้วยถามตอบสัมพันธ์ เวลาตอบคําถามมีความชัดเจนมากขึ้น รอบคอบมากขึ้น ครบถ้วน
มากขึ้น ตรงคําถามมากขึ้น ไม่ใช่ตอบแค่นิดเดียว ครึ่งเดียว เพราะตอนนี้เค้ามีวิธีหาคําตอบที่ชัดเจน
แต่สําหรับอีกห้องยังมีวิธีการตอบที่ตรงกันข้าม ไม่ตอบครบตามที่ถาม ตอบสั้นๆ ห้วนๆ อธิบายไม่ละเอียด
ไม่ชัดเจน คือเค้ายังไม่มีวิธีที่ชัดเจน
(When the students who learned with Question-Answer Relationships answer
questions, they answer more clearly, more thoroughly, more completely, and
more direct to the questions. They don’t just answer a little [or] half of the
[complete] answer because now they have an explicit way to find the answers.
But, the other class’s way of answering questions is the opposite. They don’t give
the complete answer that the question asks. Their answers are short, lack details
and unclear because they don’t have an explicit way yet.)
In addition, the teacher shared her amazement with the increase in the scores of
the treatment group. During the interview, she shared:

ที่เห็นชัดคือคะแนน เห็นความแตกต่างของคะแนนทั้งสองห้อง ก็คุยกับครูที่อยู่ในห้องรักการอ่านด้วยกัน
ว่าเด็กคนนี้ๆ ทําได้ดีขึ้น พัฒนาดีขึ้น จากที่ว่าไม่น่าจะได้คะแนนเต็มขนาดนี้ ไม่น่าจะได้ถึง 9 คะแนน 8
คะแนน เอ๊ะ! ทําไมเค้าทําได้ดีขึ้นขนาดนี้
(What can be seen obviously is the scores. [I] see a discrepancy between the two
classes’ scores. [I] talked with other teachers who sit in the Love-Reading room
with me about certain students that did better, developed better though it seemed
unlikely [for them] to get full credits, to get up to 9 points, [or] 8 points. How
come they improved so much!).
One of the students whom she mentioned as “unlikely” to receive high scores was
the student with learning disabilities. According to our conversations during data
collection after the teacher taught QAR, she showed her amazement with this student’s
improvements many times. Of the total score of 10, the student improved from the
pretest mean score of 2.7 to the posttest mean score of 9. In the teacher’s email
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messages, she shared in addition what she discussed with her teacher colleagues
regarding student outcomes. She wrote:

ยังพูดคุยกันอีกว่า ถ้าเรามีการสอนนักเรียนอย่างเป็นระบบ เป็นขั้นเป็นตอน โดยโยงเรื่องมาให้ใกล้ตัว
นักเรียน เรื่องที่คิดว่ายากสําหรับนักเรียนก็จะไม่ยากอีก แม้แต่เด็กกลุ่มที่มีปัญหาเขาก็ทําได้
ซึ่งเราหมายถึงเทคนิคการสอนค่ะ ถ้าเราได้หรือมีเทคนิคการสอนที่ดีๆ เรื่องที่สอนยากๆ ก็จะง่ายลงค่ะ
([We] also discussed that if we had systematic, step-by-step instruction for
students and related the [read] story to be close to them; what [we] thought was
hard for students would no longer be hard. Even the kids that had problems could
do it. We meant instructional techniques. If we get or have good instructional
techniques, what [used to be] difficult to teach will be easier.)
The teacher’s perspectives about students’ academic outcomes were also reflected
in one of the pictures she chose during the interview that represented her feelings about
teaching QAR. Figure 6 shows the picture and the teacher’s descriptions of the picture.
!
Picture

!
!
!
!
!
!
!
!
!
!

Descriptions

!!

เหมือนเราได้เพาะเมล็ดพันธุ์ ได้สอนให้เด็กเกิดความรู้
ต้นไม้ก็เหมือนกับความรู้ของเด็ก ความรู้ที่เจริญ
งอกงามเพิ่มมากขึ้น จากที่ตอนแรกยังไม่มีความรู้เท่าไร
แต่เมื่อได้ใช้ถามตอบสัมพันธ์เข้ามาช่วยในการสอนเด็ก
เด็กก็เลยมีความคิดอย่างเป็นระบบ และความคิดของ
เค้าก็สามารถแตกเจริญเติบโตออกไปได้ เค้าสามารถ
คิดของเค้าเองได้...จากที่เคยอยู่ในกรอบ เหมือนเมล็ด
พันธุ์ที่อยู่ในพื้นดินในตอนแรก
([I] feel as if I get to plant seeds, get to teach
children to have knowledge. The plant is like
children’s knowledge…knowledge that
increases [and] flourishes. At first, [they]
didn’t have much knowledge. But, using
Question-Answer Relationships to help in
teaching made children think systematically,
and their thoughts flourished. They could
think independently…as opposed to being
restricted like seeds in the soil in the first
place.)

!

Figure 6. A picture representation of the teacher’s QAR experience.
In terms of students’ enthusiasm in learning reading comprehension, the teacher
felt that after she taught QAR, the treatment group was more interested in learning than
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the control group. During the interview, she said, “ความสนใจของการอ่าน จับใจความ

เห็นความแตกต่างของสองห้อง ก็คือพอมาห้อง ป. ๕/๑ พอให้เค้าอ่านจับใจความ เค้าก็มีความสนใจ” (“[I] see the
two classes’ difference in [their] interest in reading comprehension. When I come to
class 5/1, they show interest when [I] have them do reading comprehension.”). Class 5/1
to which she referred was the treatment group. The teacher further described this feeling
using another picture representation of her QAR experience. Figure 7 shows the picture
and the teacher’s descriptions of the picture.
!
Picture

Descriptions

!
!
!
!
!
“ดูจากรูปภาพ นักเรียนมีความสนใจในการเรียน
!
นักเรียนยกมือตอบได้ฉะฉาน สีหน้าเค้าก็มีความสุข”
!
(“From the picture, the student pays attention
!
to learning. The student raises [his] hand to
!
answer [questions] fluently. His face also
!
looks happy.”)
!
!
!
!
!
Figure
7. Another picture representation of the teacher’s QAR experience.

In the teacher’s email messages, she added a description of the picture in Figure 7.
She wrote, “เมื่อนักเรียนมีความสุขกับการเรียน นักเรียนก็เปิดรับกับสิ่งใหม่ๆ ได้ง่าย ทําให้การเรียนการสอน

ง่ายขึ้นมากค่ะ” (“When students are happy to learn, they easily open up to new things. [It]
makes the learning [and] the teaching much easier.”).
Other findings. During the interview, the teacher showed an intention to
continue using QAR in teaching reading comprehension. She planned to expand the use
of QAR to: (a) the other fifth-grade class, which was the control group in this study; and
(b) both of the sixth-grade classes that she taught. She stated that she would try her best
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to: (a) prepare teaching sequences following reasearcher-created teaching sequences
used in this study, and (b) generate questions to cover QAR’s four question types.
However, she stated that she would need my supervision in generating questions. Later,
the teacher shared in her email messages after trying the use of QAR on her own with
both her fifth-and sixth-graders that she felt it was difficult to generate questions in the
In-My-Head category. This finding showed that she continued to use QAR as she
intended. As she stated during the interview, “ก็อยากจะใช้ในการสอนต่อไป...ต้องเตรียมการสอน

อย่างที่ได้ดูตัวอย่างมา ก็ต้องเปลี่ยนตัวเองเยอะอยู่เหมือนกัน ก็จะพยายามทําเพราะว่าเด็กได้ผล” (“[I] want to
continue using [it] in teaching…[I] must prepare the teaching following the examples [I]
have seen. [I] will have to change myself quite a lot. But, [I] will try because [I see]
results in students.”). However, the teacher needed continuous support in generating
comprehension questions of which answers are not the read story.
Summary of findings for Research Question 4. How does teaching QAR
impact the teacher’s perspectives about teaching reading comprehension? The theme that
emerged from all data sources was: The teacher felt she had found the pedagogy to help
her students succeed in reading comprehension. In terms of reading comprehension
pedagogy, the teacher’s core perception was that teaching QAR enabled students to think
systematically because they learned steps of finding answers to comprehension questions.
In addition, asking questions of which answers were not in the stories allowed students to
bring their thoughts and experiences to the learning, helping them relate to and
comprehend the read story better. In terms of student success, the teacher saw
tremendous improvements in the treatment group after being taught with QAR. Even the
students who were low achievers before learning QAR could obviously improve.
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Moreover, the treatment group were happier and more interested in learning reading
comprehension. Other findings concerned the teacher’s use of QAR beyond this study.
Chapter Summary
The purpose of this study was to examine the impact of Question-Answer
Relationships (QAR) on economically disadvantaged students’ Thai reading
comprehension performance and on the perspectives of the students as well as of the
teacher about learning and teaching reading comprehension. Participants were
economically disadvantaged Thai fifth-graders and their Thai reading teacher. The study
employed a mixed methods research design.
In this chapter, I reported results of the study that answered four research questions.
The answer to each of the research questions is summarized below.
For Research Question 1, I sought to learn whether the performance of treatmentgroup students taught with QAR would differ from that of control-group students taught
with traditional instruction, as measured by end-of-text reading comprehension tests.
Quantitative results were derived from comparing the groups’ pretest versus posttest
mean gain scores. The results showed evidence that the students taught with QAR
significantly outperformed their peers taught with traditional instruction.
For Research Question 2, I asked whether the performance of students taught with
QAR would significantly improve when compared to their performance when taught with
traditional instruction. Quantitative results were derived from comparing the group’s
pretest median score to their posttest median score. The results showed evidence that
their performance significantly improved.
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Research Question 3 related to the impact of QAR on students’ perspectives
about learning reading comprehension. Qualitative findings yielded three themes. The
first theme was: They perceived reading comprehension more strategically. Before
answering questions, they now took steps to identify the question type of each of the
questions they encountered and to find the answer from the source based on the question
type. This strategic approach enabled them to: (a) provide correct and complete answers
for questions in the In-the-Book category; and (b) effectively use their thoughts, prior
knowledge, and experiences to answer questions in the In-My-Head category. The
second theme was: They viewed reading comprehension as thinking beyond what they
read. Findings showed they were aware of using their thoughts and effectively using
them in answering questions in the In-My-Head category. The other theme was: They
felt positive to have a tool that helped them master reading comprehension. The students
felt they gained new knowledge of QAR’s question types. The knowledge enabled them
to answer comprehension questions more easily and effectively. So, learning reading
comprehension was now achievable and fun.
Research Question 4 involved the impact of QAR on the teacher’s perspectives
about teaching reading comprehension. Findings yielded one theme: The teacher felt she
had found the pedagogy to help her students succeed in reading comprehension. The
QAR pedagogy that she found made her understand that reading comprehension was
about teaching students to have systematic thinking in finding answers to comprehension
questions according to answer sources of respective questions: In the Book, or In My
Head. Furthermore, knowing that In My Head was the other answer source, the teacher
now understood that comprehension questions and their answers could be beyond the
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content in the read story, which allowed students to relate to the story by bringing their
thoughts, prior knowledge, and experiences to the reading. Results that the teacher saw
were: (a) all students’ tremendously improved outcomes, and (b) students’ enthusiasm in
learning reading comprehension. Therefore, after this study, she continued using QAR to
teach comprehension to all of her Thai reading classes. However, she needed the
researcher’s support with generating questions in the In-My-Head category.
In conclusion, the study’s quantitative results suggested that QAR was effective in
improving the Thai reading comprehension performance of economically disadvantaged
fifth-graders after they were taught with the strategy and when compared to the
performance of similar students taught with traditional instruction. Its qualitative
findings revealed QAR’s positive impact on the students’ and the teacher’s perspectives,
both mentally and emotionally. The findings also explained in more detail the
quantitative results related to why students who learned with QAR improved in reading
comprehension more than those who learned with traditional instruction.
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CHAPTER V
DISCUSSION
This study aimed to examine the impact of QAR on Thai reading
comprehension of economically disadvantaged fifth-grade students, and on the students’
and their teacher’s perspectives about learning and teaching reading comprehension.
Four research questions that guided the study were:
Q1

Does the Thai reading comprehension performance of the students taught
with QAR differ from that of the students taught with traditional
comprehension instruction?

Q2

Does the Thai reading comprehension performance of the students taught
with QAR improve when compared to their performance when taught with
traditional comprehension instruction?

Q3

How does learning QAR impact the students’ perspectives about learning
reading comprehension?

Q4

How does teaching QAR impact the teacher’s perspectives about teaching
reading comprehension?

In this final chapter, I provide a discussion in five areas. First, I compare the
study results and findings of the four research questions. Second, I present how the study
results could contribute to the research and education fields. Third, I explain limitations
of the study. Fourth, research and practical implications are discussed. Finally, I offer
recommendations for future research regarding Thai reading comprehension.
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Comparisons of Results and Findings
Quantitative Results Versus
Qualitative Findings
Overall, the study’s quantitative results and qualitative findings complemented
each other. Both revealed the impact of QAR in positive directions. The results
answering Research Question 1 demonstrated that QAR helped the treatment group to
perform better in Thai reading comprehension when compared to the control group. The
findings answering Research Question 4, which concerned QAR impact on the teacher’s
perspectives, were consistent. They showed that the teacher saw similar results in the
treatment group’s improved quality of answers to comprehension questions as well as
their improved test scores after learning QAR when compared to the control group. The
quantitative results answering Research Question 2 related to the treatment group’s
improvement from pretesting to posttesting showed that the group’s posttest performance
was significantly better than their pretest performance. The qualitative findings that
answered Research Question 3 regarding the treatment group’s perspectives showed that
treatment-group students felt that they achieved in learning because of the newly acquired
knowledge of QAR. Likewise, the teacher was amazed by the treatment group’s
improved outcomes, especially the outcomes of below-average students in the group.
She viewed that the improvements were a result of teaching QAR that promoted students
to have systematic thinking in approaching comprehension questions.
Furthermore, while the quantitative results showed empirical evidence of the
QAR success, the qualitative findings implemented the quantitative results with in-depth
understanding regarding why students who learned with QAR outperformed their peers
who learned with traditional comprehension instruction. According to the findings,
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treatment-group students could explain their process in answering comprehension
questions. The majority of treatment-group students mentioned the use of strategies that
involved QAR components. Most of these students specifically mentioned identifying
question types before answering. The rest mentioned sources of answers. The teacher’s
views were in the same direction. She stated several times about treatment-group
students having steps to find answers to comprehension questions as well as knowing
sources of answers and how their answers should be.
Student Findings Versus
Teacher Findings
In the previous section, I touched briefly on the consistency between the
treatment-group findings and the teacher findings. This section elaborates the
consistency of the findings. Overall, findings showed that both the treatment-group
students and the teacher viewed QAR as a method that promoted success in learning and
teaching reading comprehension. The following discusses comparative findings
supported by the students’ and the teacher’s actual words as presented in Chapter IV.
Regarding QAR as a learning and teaching method, both the students and the
teacher described QAR as steps of finding where the answers are. For example: A
student said, “See what type the question is. Then find the answer…in the book, or think
on my own.” At the same time, the teacher noted, “It is [about] having more systematic
thinking, having steps in thinking of where the answers should be.” In terms of success,
the students reflected on their feelings of being capable of reading comprehension.
Likewise, the teacher witnessed her students’ developed capability as a result of QAR
teaching. An apparent example of the findings that supported this similarity was the
same picture chosen by a treatment-group student and the teacher to represent the QAR
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experience. It was a picture of a student raising a hand while learning (Figures 5 and
7). Both the student and the teacher described the picture as the student in the picture
being able to “answer [questions] fluently.” Another example was regarding the increase
of knowledge. Most of the treatment-group students stated that learning QAR helped
them gain more knowledge (Figure 4). Similarly, the teacher felt that teaching QAR
increased her students’ knowledge, as she put it:
[I] feel as if I get to plant seeds, get to teach children to have knowledge. The
plant is like children’s knowledge…knowledge that increases [and] flourishes. At
first, [they] didn’t have much knowledge. But, using Question-Answer
Relationships to help in teaching made children think systematically, and their
thoughts flourished. They could think independently…as opposed to being
restricted like seeds in the soil in the first place.
In addition, findings from both treatment-group students and their teacher
reflected student ability to think beyond the read story after learning QAR. Before
learning QAR, none of the treatment-group students mentioned the use of thoughts, prior
knowledge, or experiences in answering comprehension questions. The absence of the
use of the In-My-Head answer source was because the teacher did not ask questions in
the In-My-Head category before teaching QAR. As she stated, “The old way of teaching
was to have children find who, what they do, where, and then to summarize [the read
story] briefly.” It was because she perceived, “The questions and [their] answers must be
from the read story.” After teaching QAR, the teacher viewed reading comprehension
differently. As she stated, “ Now, [I] think it’s about teaching students to have
thinking…What differs from having [students] only summarize stories is students’
opinions. Students get to put their opinions into [the story], to express opinions from
reading the story.” As a result, findings from treatment-group students after learning
QAR demonstrated that they were aware of and effective in using their thoughts, prior
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knowledge, and experiences in answering comprehension questions in the In-MyHead category.
Treatment-Group Versus
Control-Group Findings
In this section, I discuss findings from the treatment group compared to those
from the control group in terms of thinking beyond what they read. As presented in
Chapter IV in the section of the students’ second theme, treatment-group students were
aware of using their thoughts, prior knowledge, and experiences as resources for
comprehension answers. They stated; for example: “[I] read and thought further,” “[I]
use [my] thoughts about what [I] used to read and used to do,” and “It’s cool when they
ask how we students think [we] should do.” Findings from their test answers also
showed that they used these resources effectively after learning QAR. In the pretests,
they could only answer questions in the In-My-Head category when the questions were
close to their lives. In the posttests, they could even answer such questions that were far
from their lives. It was very likely that this was a result of explicitly teaching students to
use their thoughts in answering questions in the In-My-Head category.
On the contrary, data from control-group students did not reflect thinking beyond
what they read. This finding did not mean that control-group students never used their
thoughts and experiences in answering comprehension questions. In both the pretests and
the posttests, they could answer questions in the In-My-Head category when the
questions related to their daily lives. It was plausible that students did not mention using
their thoughts and experiences as resources for answers to comprehension questions
because they were not explicitly taught to exercise thinking. Therefore, when they could
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simply answer questions using their daily-life experiences, they were not aware that
they were thinking beyond what they read.
Contributions of the Study Results
Evidence of the Effectiveness of
Question-Answer Relationships
in Teaching Economically
Disadvantaged Students
Economically disadvantaged students were the focus of this study. Results of the
study showed evidence that QAR was effective in promoting reading comprehension of
this student population in one fifth-grade class, as reported in Chapter IV under Research
Question 1. In addition, findings on their perspectives about reading comprehension
showed that students learned to view it strategically. They effectively used the process in
identifying question types before answering questions in response to the chosen question
type of each of the questions. Their use of the QAR strategy resulted in improved answer
quality: more complete, more thorough, and more direct to the questions. These findings
were reported in Chapter IV under Research Questions 3 and 4 in the student perceptions
and the teacher perceptions. Student ability to use the strategy demonstrated that they
used metacognition in reading comprehension. Metacognition is the reader’s ability to
regulate processes that result in comprehension (Graves et al., 2004).
According to researchers, economically disadvantaged children are prone to being
deficient in metacognitive skills (Topçu & Yilmaz-Tüzün’s, 2009), which play an
important role in children’s reading comprehension achievement (e.g., Taraban et al.,
2000; Van Krayenoord & Schneider, 1999). Therefore, being deficient in metacognitive
skills could put economically disadvantaged children at risk of failure in reading
comprehension. Yet, some researchers argued that economically disadvantaged children
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could learn to become good readers when provided with appropriate support (e.g.,
Aikens & Barbarin, 2008; Taylor et al., 2003). Fortunately, researchers found the kind of
support that could improve reading comprehension of these students; it is cognitive
strategy instruction (e.g., Fouché, 2013; Olson & Land, 2007).
Question-Answer Relationships (QAR) is evidence-based cognitive strategy,
reading comprehension instruction (e.g., Raphael & McKinney, 1983; Raphael &
Pearson, 1985). Nonetheless, prior research on QAR did not specify whether participants
were economically disadvantaged students. Results of this study showed the
effectiveness of QAR specifically on Thai economically disadvantaged students. The
study results contribute to expanding the evidence of the QAR success to another group
of students, especially students at risk of reading comprehension failure. The study is an
initial step toward finding more evidence of the effectiveness of QAR among the
population of economically disadvantaged students.
Evidence of the Effectiveness of
Question-Answer Relationships
in Teaching Thai Reading
Comprehension
Question-Answer Relationships (QAR) has shown ample evidence in promoting
students’ reading comprehension in English language, both in the USA and some other
countries, including Thailand (e.g., Ezell & Kohler, 1992; Fard & Nikou, 2014; Peng et
al., 2007; Raphael & Wonnacott, 1985; Rothong, 2013). For the first time, this study
examined QAR in teaching Thai reading comprehension. Results of the study have
shown evidence that the strategy was effective for teaching reading comprehension in
Thai language as well. To be more grade-level specific, Raphael and McKinney (1983)
found evidence of QAR in promoting English reading comprehension of fifth-grade
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students. The results of this study also showed evidence of the effectiveness of using
QAR with fifth-grade students. Thus, the study contributes to expanding the evidence of
QAR with Thai language, specifically in the fifth-grade. It is an initial step toward
finding more evidence of the effectiveness of QAR in teaching Thai reading
comprehension.
Moving Toward Asking
Inferential Questions in
Thai Reading Classes
In this study, one finding regarding the teacher’s perspectives about teaching
reading comprehension showed that before teaching QAR, the teacher thought that
comprehension questions were only those of which answers were in the read story. This
finding was consistent with Changpakorn’s (2007) finding about the type of questions
Thai teachers asked as discussed in Chapter I. Changpakorn’s study showed that when
Thai teachers asked comprehension questions, the questions were mostly at the rotememory level because they thought it was the way to check student comprehension.
As reported in Chapter IV, the teacher in this study had never known that there
were two sources of answers to comprehension questions: In the Book, and In My Head.
Because of the latter source, she now realizes that reading comprehension is also about
teaching students to use their thoughts, experiences, and prior knowledge in answering
questions. She perceived that it helped students feel closer to the read story and,
therefore, comprehended the story better. This finding supports the role of schema in
reading comprehension as discussed in Chapter II. As Anderson and Pearson (1984)
stated, schemata support readers in making sense of what they read by relating new
information to prior knowledge. The contribution of this finding could be regarded as a
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starting point toward supporting Thai reading teachers in asking higher-level
comprehension questions in which students must think beyond what they read.
Moving Toward Using Cognitive
Strategy Instruction in Thai
Classrooms
As discussed in Chapter I, prior research in Thailand showed that cognitive
strategy instruction (CSI) had not reached Thai reading classrooms (Mongkolrat, 2014).
In this study, findings from the teacher data were consistent. As the teacher shared, she
asked students comprehension questions but did not teach them how and where to look
for answers to the questions. For the first time, this study brought CSI into a Thai
reading class. Most important, the study’s findings showed the teacher’s acceptance of
QAR, which is cognitive strategy instruction, as she stated:
The children now think more systematically that when they have read a story,
where the main messages are. In finding where the answers are, the children can
[do it]. After using Question-Answer Relationships, it is [about] having more
systematic thinking, having steps in thinking of where the answers should be.
[It’s] more systematic, as opposed to before that finding [answers] was very
broad. This one is helping [them] to think more systematically, more narrowing
down, so finding answers is easier…Now, [I] think teaching reading
comprehension is helping children to have better thinking in finding answers
because [they] have explicit steps to help [them]. Finding answers is not too
broad. Students know where the answer should be [and] how the answer should
be, step by step.
Other findings on the teacher’s acceptance of QAR were shown in: (a) her
intention expressed during the interview that she would continue using QAR in teaching
fifth-grade Thai reading and expand its use to sixth-grade Thai reading classes, and (b)
her updated information in an email message that she did as she intended. These
findings, which demonstrated the teacher’s acceptance of QAR, contribute to Thai
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reading education in that it serves as a starting point for cognitive strategy instruction
to be used in Thai reading classrooms.
Responding to Thailand’s Basic
Education Core Curriculum
As presented in Chapters I and II, the Ministry of Education Thailand’s goals for
Thai language education in the Basic Education Core Curriculum was for the language to
serve as “a tool for seeking knowledge and experiences from various sources of data and
information in order to acquire knowledge and engage in processes of analytical, critical
and creative thinking” (Ministry of Education Thailand, 2008, p. 42). This information
indicates that the Ministry gives importance to the learning of reading comprehension as
a means to promote student thinking.
Findings in this study showed that treatment-group students developed thinking
skills after learning with QAR. They effectively used thinking in analyzing question
types and sources of answers. They also effectively used thinking when answering
questions in the In-My-Head category. Findings from the teacher data showed that she
viewed this development in her students as remarkable. The teacher used the word
“flourish” to describe treatment-group students’ thinking after learning QAR (Figure 6).
These findings suggest that using QAR in teaching reading comprehension is in response
to Ministry of Education Thailand’s goals for Thai reading. Responding to the Ministry’s
goals could be regarded as another contribution of the study results.
Limitations
First, focus-group interviews with both the treatment group and the control group
did not provide as much data as I expected. I chose focus-group interviews, not one-onone interviews, to allow students to feel more comfortable by having peers with them. I
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conducted the focus-group interviews in the school’s assembly hall with which
students were familiar. I also offered snacks and drinks to help the students feel that the
interviews were casual. In addition, I explained to the students before starting the
interviews that they could openly express their thoughts and feelings; their responses
would not be judged as right or wrong. Yet, the interviewed students were not
opinionated. Therefore, their responses were in a few words or short sentences. Thus,
they might not have shared all of their thoughts about QAR. As described in Chapter I,
Thai students are not taught to express opinions; they are accustomed to the tradition of
teacher-directed instruction.
Second, this study examined the impact of QAR in only one fifth-grade Thai
reading class of 28 economically disadvantaged students and one teacher. Though the
study results suggested the effectiveness of QAR in promoting Thai reading
comprehension of this group of students, the results cannot be generalized to other
economically disadvantaged students of different ages and those living in other parts of
Thailand where local cultures are different. In addition, we cannot be certain whether the
strategy would have the same impact on students from different socioeconomic
backgrounds. Future research is needed, especially since this study was the first to
examine the impact of QAR on Thai reading comprehension.
The third limitation concerns the students’ and the teacher’s generalization of
the QAR strategy. Findings showed that treatment-group students wanted to continue
using QAR in answering comprehension questions. However, they might not be able to
generalize this practice without their teacher’s supervision. First, the strategy was new to
them. Students only practiced using the strategy eight times before posttesting. Second,
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posttest sheets for the treatment group included boxes for them to check identifying a
question type for each of the questions. Note that I included boxes for checking question
types in the posttests for the treatment group because the purpose of the study was to
examine the impact of the use of QAR on the group’s comprehension-question
answering. Hence, if worksheets and tests used beyond this study do not include
question-type check boxes, students may not be able to automatically identify question
types before answering questions. It is their teacher’s responsibility or choice to ensure
that students have the opportunity to continue practicing QAR until it becomes their
habit.
The above leads to the limitation of the teacher’s generalization of teaching
practice. As reported in Chapter IV, the teacher showed an intention to continue using
QAR in teaching reading comprehension. However, the strategy was new to the teacher
as well. During the course of the study, the teacher practiced generating question types
for QAR worksheets. However, teaching sequences were prepared by the researcher to
ensure fidelity of implementation. The teacher stated at the end of the interview that she
would try to prepare lessons following teaching-sequence examples used in the study.
Nonetheless, the teacher also said that she, herself, would have to change quite a lot.
Considering that the teacher has had 12 years experience teaching Thai reading the
traditional way, it is possible that having to change will be difficult for her. Furthermore,
findings from the interview showed that the teacher needed the researcher’s advice in
generating questions to cover four QAR’s question types. Later, additional teacher data
obtained from email correspondence showed that the teacher continued using QAR with
fifth-grade classes as well as expanded the use of QAR to both of her sixth-grade classes.
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The teacher reflected that the difficult part of using QAR on her own was in
generating questions in the In-My-Head category. In sum, practicing teaching with QAR
during the course of the study does not ensure effective generalization of practice.
Continuous support would be helpful.
The final limitation concerns other aspects of reading comprehension. QuestionAnswer Relationships is cognitive strategy instruction that helps students with answering
comprehension questions by recognizing sources of information, whether it is from a
book or in their heads (Raphael & Au, 2005). Student ability to answer comprehension
questions is critical in reading comprehension, but it is only one aspect of reading
comprehension. There are other aspects of reading comprehension, such as knowing
what to do when comprehension breaks down and knowing how to summarize the gist in
their own words. This study did not investigate these aspects.
Implications
Research Implications
Research with economically disadvantaged Thai students. Because this study
was the first to examine the effectiveness of QAR in teaching Thai reading
comprehension to this population of students, I intend to continue to conduct research on
QAR in classes of Thai economically disadvantaged students. I am interested to examine
the impact of QAR on teaching: (a) fourth- and sixth-graders in Thai reading classes, and
(b) social studies classes.
Research with Thai students with learning disabilities. One student with
identified learning disabilities participated in this study. He was in the treatment group.
His reading comprehension outcomes tremendously improved after learning QAR.
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However, this study did not focus on students with learning disabilities. Because of
the student’s improved outcomes, I am interested to investigate QAR specifically with
Thai students with learning disabilities. A different research methodology will be
considered due to the small number of students with learning disabilities in each
classroom.
Practical Implications
As discussed under Limitations, the teacher in this study might not be able to
generalize teaching comprehension with QAR proficiently on her own. This section
delineates the plan related to continuous support for the teacher. Furthermore, it includes
ideas regarding how to expand the use of QAR to other Thai classrooms.
Continuous support. This study was conducted in the first semester of the
school’s academic year. Findings showed that the teacher intended to teach
comprehension to the fifth-grade control group in the study in the second semester. Thus,
I responded to the teacher’s intention by preparing QAR training materials based on the
first story that fifth-graders would read in the second semester. Then, I went back to the
school at the beginning of the second semester to support the teacher in introducing QAR
to the control group.
In terms of future support, I plan to: (a) guide the teacher on question generation
and lesson plans, and (b) observe and supervise the teacher’s instruction. The following
elaborates these plans in detail.
The first area of future support will involve generating comprehension questions
and lesson plans. For QAR teaching materials that the teacher made and used in the
semester beyond the study, I will review them and provide feedback and suggestions.
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For stories in the textbooks of which QAR teaching materials have not been prepared,
the teacher will generate comprehension questions and the answer key, covering the four
question types, for each of the stories. I will guide her to determine questions before,
during, and after reading, as we did during the study. I will provide feedback on and
suggestions for the questions she generated. Then, she will write a teaching sequence for
each of the lessons following the teaching-sequence examples used during the study. I
will provide feedback and suggestions. We will plan for these processes during a school
break so that she can use the prepared materials from the beginning of the new semester.
The second area of future support will involve observation and supervision. I will
observe the teacher’s QAR classes at the beginning of the semester and provide her with
supervision. Observation should occur again toward the end of the semester to see the
teacher’s development.
Professional development. Findings showed that the teacher in the study shared
information about the improved outcomes of her students with her colleagues. Thus, I
plan to conduct QAR professional development for the school. I will include teachers
beyond those who teach reading. Teachers of the subjects in which reading
comprehension is involved, such as social studies and science, will be invited to attend
the professional development. I will contact the school director to discuss the plan. The
professional development program should be conducted during a school break. It should
be the break after the semester in which I provided support teaching with QAR to the
teacher in the study. The reason for this is that I plan to involve the teacher in assisting
me with introducing QAR to her colleagues. In that way, the teacher will have the
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opportunity to show her QAR expertise, enabling her to build a sense of leadership in
being a QAR advocate in her school.
Included in the professional development program will be the evidence of the
effectiveness of QAR. As discussed in Chapter I, it is important that the evidence of the
trained practice be shown to teachers attending professional development (Boardman et
al., 2005). I will present the evidence of the effectiveness of QAR in the USA to show
that the strategy has ample evidence of success. I will also present the results of using
QAR from this study to show that the strategy has been proven effective in teaching Thai
reading comprehension, making the evidence more relevant to Thai teachers attending the
professional development.
A Thai alliance of Question-Answer Relationships. The above-mentioned
practical implications are limited within one school. For the awareness and use of QAR
to be expanded to other Thai schools, it is necessary to form a Thai alliance of QAR.
Starting with the school where I conducted the study, I will work with the school director
in leading me to other schools’ administrators through his connections. I will also work
with other schools’ administrators through my connections. I hope to collaborate with
these school leaders in introducing QAR to teachers in their schools. Specific plans will
be according to discussions with each school’s administrators. Roughly, however, the
plan may start with trying the strategy in a few classes followed with whole-school
professional development, as implemented in the school where I conducted the study, or
vice versa. Yet, this plan cannot ensure QAR implementation in the participating
schools. However, at least, it will be a starting point of an effort to bring QAR to
promoting reading comprehension of students in Thai schools. In addition, for the
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schools to become an alliance, there must be a plan to connect the schools. Perhaps, a
Thai teachers’ QAR website might be included in the long-term plan. This idea of a
website was derived from what I learned at Collaborative Strategic Reading (CSR),
Colorado (CO), professional development. Dr. Alison Boardman, CSR CO’s CoPrincipal Investigator and Project Director, showed the CSR teacher website to CO
teachers at the professional development (A. Boardman, personal communication,
October 9, 2013).
In this section, I have delineated research and practical implications to expand the
QAR body of knowledge and implementation. Yet, these implications, especially
research implications, are still limited. Therefore, a few recommendations for future
research are offered in the following section.
Recommendations for Future Research
Because there is a shortage of research regarding reading comprehension
instruction in the Thai language, the recommendations here focus on this topic. Thai
researchers may consider investigating the following areas in order to build an
incremental amount of reading research for the Thai country.
First, I recommend replications of the current study with economically
disadvantaged students in the fifth grade and beyond. As discussed under Limitations,
though the current study’s results showed that QAR was effective in promoting reading
comprehension of economically disadvantaged fifth-graders, the results could not be
generalized to other students from a similar socioeconomic background. Increasing
research with this student population is important because they had poorer reading
outcomes than students from families with higher socioeconomic status, as mentioned in
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Chapter I (“Education Inequality: Danger,” n. d.; “Rural-urban Poverty,” 2014;
Thailand’s Population,” 2015). Moreover, studies should be conducted not only in the
central region, but also in other regions of Thailand where local dialects and cultures may
influence research results.
Second, I recommend replications of the current study with students from families
with middle- to high-socioeconomic status. These student populations also deserve
effective reading comprehension instruction. In Chapter I, I presented the problem that
cognitive strategy instruction has not reached Thai reading classrooms. Thai teachers are
accustomed to rote-memory teaching and lack the awareness of evidence-based reading
instruction (Changpakorn, 2007; Mongkolrat, 2014). Conducting research on QAR with
other student populations will pave the way for the strategy to be known, trusted and,
implemented by more Thai teachers.
Finally, I recommend research on other aspects of reading comprehension. As
discussed under Limitations, because the current study examined QAR, which is the
strategy that focuses on student ability to answer comprehension questions effectively, it
did not include other aspects of reading comprehension. There should also be research
on different evidence-based, cognitive strategy instruction. I recommend Collaborative
Strategic Reading (CSR), which was reviewed in Chapter II. It combines reading
comprehension strategies and cooperative learning (Klingner & Vaughn, 1998, 1999).
One of the CSR strategies is to help students monitor their reading comprehension and to
use fix-up strategies when comprehension breaks down (Collaborative Strategic Reading
Colorado, n. d.). This area of reading comprehension is also important and, therefore,
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deserves to be investigated in order to expand the body of knowledge about Thai
reading instruction.
Conclusion
“As we all know, Thailand’s education nowadays is declining tremendously.
There are problems that cannot be solved in a short period of time” (“Five problems of
Thailand’s education,” 2014, para. 1). This dissertation serves as an initial step toward
solving problems of Thailand’s education. Specifically, it has addressed the problems in
two areas: student outcomes in Thai reading comprehension, and a shortage of
educational research. Results of the current study demonstrated the effectiveness of
Question-Answer Relationships (QAR) in promoting Thai reading comprehension of
economically disadvantaged fifth-graders. Furthermore, the study’s findings indicated
the students’ and their teacher’s acceptance of QAR. These results and findings have
made me feel confident to continue an endeavor in promoting the use of QAR among
Thai teachers at large. With respect to the problem of research shortage, this study was
the first to examine the effectiveness of cognitive strategy instruction in teaching Thai
reading comprehension. The study results have made me feel assured that this is the right
direction toward future research studies in Thai reading. Nonetheless, as stated in the
above quotation, solving chronic problems takes time. This dissertation is the beginning
of a lifelong-learning journey to strive for the betterment of Thailand’s reading education.
“Even those with doctoral degrees have to study further. Education is endless.”
~His Majesty King Bhumibol Adulyadej~
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APPENDIX A
THAI LANGUAGE ARTS STANDARD
T 1.1 GRADE LEVEL INDICATORS
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Strand 1: Reading
Standard T1.1:

Application of reading process to build knowledge and thoughts in
decision-making and problem-solving in life, and encourage
acquisition of a reading habit

Grade level indicators
Grade 1
Grade 2
Grade 3
Grade 4
1. Read aloud 1. Accurately 1. Accurately and 1. Accurately
words,
read aloud
fluently read
read aloud
alliterations
words,
aloud words,
poetic pieces
and short
alliterations, texts short
in prose and in
texts.
texts and
stories and
verse.
2. Tell
simple
simple verses. 2. Explain
meanings
verses.
2. Explain
meanings of
of words 2. Explain
meanings of
words,
and texts
meanings of words and texts
sentences and
read.
words and
read.
idioms from
3. Answer
texts read. 3. Pose questions
what has been
questions 3. Pose and
and give logical read.
about what
answer
answers about 3. Read short
has been
questions
what has been
stories in
read.
about what
read.
prescribed
4. Present
has been
4. Present a
time and
summaries
read.
sequence of
answer
of
4. Identify the
situations and
questions on
readings.
essentials
surmise on
the stories
5. Surmise on
and details
situations from
read.
situations
from
readings,
4. Differentiate
from
readings.
providing
between facts
readings
reasons for
and opinions
justification.
from
readings.

Grade 5
1. Accurately
read aloud
poetic pieces
in prose and
in verse.
2. Explain
meanings of
words,
sentences
and narrative
and
descriptive
texts.
3. Explain
implications
from diverse
readings.
4. Differentiate
between facts
and opinions
from
readings.

Grade 6
1. Accurately read
aloud poetic
pieces in prose
and in verse.
2. Explain
meanings of
words,
sentences and
idiomatic
expression.
3. Read diverse
short stories by
setting time
limits and ask
questions about
the readings.
4. Differentiate
between facts
and opinions
from readings.
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Grade 7
1. Accurately read aloud
poetic pieces in prose
and in verse suitable to
their readings.
2. Capture the essentials
from their readings.
3. Specify causes and
effects and
differentiate between
facts and opinions
from their readings.
4. Identify and explain
analogies and words
with several meanings
in various contexts
from their readings.
5. Interpret difficult terms
in academic documents
by considering the
context.

Grade level indicators
Grade 8
1. Accurately read
aloud poetic pieces
in prose and in
verse.
2. Capture the
essentials,
summarise and
explain details
from their
readings.
3. Write mind-maps
to show
understanding of
the various lessons
read.
4. Discuss to show
opinions and
disagreements with
their readings.

Grade 9
1. Accurately read
aloud poetic pieces
in prose and in
verse suitable to
their readings.
2. Differentiate words
with explicit and
implicit meanings.
3. Specify the
essentials and
details of
supporting data
from their readings.
4. Read various stories
and write
conceptual
frameworks, mindmaps, notes,
synopses and
reports.

Key stage indicators
Grade 10-12
1. Accurately and pleasantly read
aloud poetic pieces in prose
and in verse suitable to their
readings.
2. Interpret, convey meaning and
elaborate on their readings.
3. Logically analyse and criticise
all aspects of their readings.
4. Surmise on situations from
their readings and evaluate for
application of knowledge and
insights for decision-making
to solve problems in life.
5. Analyse, criticise and express
disagreements with their
readings and present new
concepts logically.
6. Answer questions from
reading various types of
writings within the time limit.
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Strand 1: Reading
Standard T1.1:

Application of reading process to build knowledge and thoughts in
decision-making and problem-solving in life, and encouraging
acquisition of a reading habit

Grade 1
Grade 2
6. Regularly 5. Express
read books
opinions
in line
and surmise
with their
on
interests
situations
and present
from their
their
readings.
readings. 6. Regularly
7. Tell
read books
meanings
in line with
of
their
important
interests
signs or
and present
symbols
their
frequently
readings.
seen in
7. Read
daily life.
explanatory
8. Have good
texts and
reading
follow
manners.
instructions
or
suggestions.
8. Have good
reading
manners.

Grade level indicators
Grade 3
Grade 4
5. Summarise
5. Surmise on
knowledge and
situations from
insights from
their readings,
their readings
providing
for application
reasons for
in daily life.
justification.
6. Regularly read 6. Summarise
books in line
knowledge and
with their
insights from
interests and
their readings
present their
for application
readings.
in daily life.
7. Read
7. Regularly read
explanatory
valuable books
texts and follow in line with
instructions or
their interests
suggestions.
and present
8. Explain
opinions on
meanings of
their readings.
data from
8. Have good
diagrams, maps
reading
and charts.
manners.
9. Have good
reading
manners.

Grade 5
5. Analyse and
express
opinions on
their readings
for
application in
life.
6. Read
explanatory
texts,
instructions
and
suggestions to
be followed.
7. Regularly
read valuable
books in line
with their
interests and
present
opinions
about their
readings.
8. Have good
reading
manners.

Grade 6
5. Explain
application of
knowledge and
thoughts from
their readings
for decisionmaking to solve
problems in
life.
6. Read
explanatory texts,
instructions and
suggestions to be
followed.
7. Explain
meanings of
data from
reading
diagrams, maps,
charts and
graphs.
8. Regularly read
valuable books
in line with
their interests
and explain
benefits
obtained from
their readings.
9. Have good
reading
manners.
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Grade level indicators
Grade 7
Grade 8
6. Specify observations
5. Analyse and
and validity of
distinguish between
persuasive writings.
facts, supporting data
7. Follow instructions in and opinions in
manuals on
articles read.
application of tools 6. Specify observations,
or appliances at more propaganda,
difficult level.
persuasion or validity
8. Analyse values
of writings.
obtained from
7. Read diverse books,
diverse readings for
articles or writings,
problems-solving in
and assess value of
life.
concepts obtained
9. Have good reading
from readings for
manners.
application in life.
8. Have good reading
manners.

Grade 9
5. Analyse, criticise and
evaluate their
readings by using
comparative
techniques for
readers’ better
understanding.
6. Evaluate accuracy of
supporting data in
their readings.
7. Criticise validity,
sequencing and
probability of their
readings.
8. Analyse to show
disagreements with
their readings.
9. Interpret and assess
value of concepts
obtained from diverse
writings for
application for
problem-solving in
life.
10. Have good reading
manners.

Key stage indicators
Grade 10-12
7. Read various texts and write
conceptual frameworks,
mind-maps, notes, synopses
and reports.
8. Synthesise knowledge from
reading newspapers,
electronic media and
various learning sources for
self-development and
educational and
occupational development.
9. Have good reading manners.

Ministry of Education Thailand. (2008). Basic education core curriculum. Retrieved
from http://www.act.ac.th/document/1741.pdf
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CONSENT FORM FOR HUMAN PARTICIPANTS IN RESEARCH
UNIVERSITY OF NORTHERN COLORADO
Project Title: The Impact of Question-Answer Relationships on Thai Reading
Comprehension of Economically Disadvantaged Students: A Mixed Methods Study
Researcher: Raveema Mongkolrat, School of Special Education
Phone:
(090) 558-2941
E-mail: mong8416@bears.unco.edu
Research Advisors: Sandra Bowen, Ph.D., School of Special Education
Phone: (970) 351-2102 E-mail: sandy.bowen@unco.edu
Jennifer Urbach, Ph.D., School of Special Education
Phone: (970) 351-1677 E-mail: jennifer.urbach@unco.edu
I am a Thai doctoral student in special education at University of Northern Colorado, the
United States of America (USA). For my doctoral dissertation, I will conduct a research
study on Question-Answer Relationships (QAR), a comprehension-teaching program that
has been proven effective in promoting reading comprehension through research in the
USA. The purpose of the study is to examine the effect of QAR on Thai reading
comprehension of fifth-graders. I am interested to examine QAR in your fifth-grade Thai
reading classes during June to September 2016.
If you agree to participate in the study, your involvement in the study will be as follows:
April: You and I will collaborate in two activities to prepare for the study. First, we will
select fifth-grade Thai passages to be used in the study. Second, we will develop a
checklist on your usual comprehension teaching method; it will be called Usual
Instruction Checklist.
Week 1 of June: You will have both classes take a comprehension test in the reading
comprehension period of the week. I will provide you with the test and answer key. We
will collaborate in the grading.
Week 2 to 4 of June: You will teach comprehension using Usual Instruction Checklist to
both classes for one period per week. At the end of each lesson, you will have both
classes take a comprehension test. I will provide you with the tests and answer keys. We
will collaborate in the grading. After the grading, you will write short responses to reflect
on two areas: your view about teaching comprehension, and your view about the
students’ comprehension. Toward the end of week 4, I will train you to use QAR during
your available times, which will take a total of four hours at the maximum.
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Week 1 of July: You will train QAR to one class in the four Thai-language periods.
This class will be called Class T. I will provide you with the training materials. I will
also observe the training and provide you with supervision where needed. For the other
class, you will teach comprehension using Usual Instruction Checklist. This class will be
called Class C. I will also observe your teaching in this class to check for fidelity of
implementation based on Usual Instruction Checklist.
Week 2 to 4 of July and week 1 of August: For one period per week, you will teach Class
T with QAR following QAR Instruction Checklist that I will provide. After the last
lesson in this period, you will write short responses to reflect on two areas: your view
about teaching comprehension, and your view about the students’ comprehension. In the
meantime, you will teach Class C using Usual Instruction Checklist. I will observe your
teaching in both classes to check for fidelity of implementation based on QAR Instruction
Checklist and Usual Instruction Checklist, as well as to provide supervision where
needed.
Week 2 to 4 of August: For one period per week, you will teach Class T with QAR using
QAR Instruction Checklist, and you will teach Class C using Usual Instruction Checklist.
I will observe your teaching in both classes to check for fidelity of implementation based
on respective checklists, as well as to provide supervision where needed. At the end of
each lesson, you will have both classes take a comprehension test. I will provide the tests
and answer keys. We will collaborate in the grading. Regarding the results of the
experiment on student comprehension performance, I will be happy to share them with
you at your request.
Week 2 of September: I will interview you once about your experience teaching
comprehension with QAR. The interview will take approximately one hour and take
place at your convenient time within your school, and in a room where you feel
comfortable and free from disturbances. During the interview, if there are any questions
that you do not feel comfortable answering, you can say so, and I will move on to the
next question. The interview will be audio-recorded and transcribed for analysis. I will
send you the analysis so that you have the opportunity to check if it matches your
perspectives as provided during the interview. The audio recording and transcription will
be stored in a locked cabinet at the office of School of Special Education, University of
Northern Colorado, and will be erased within three years after the study.
I foresee no risk to you if you participate in this study other than what normally occurs in
your educational setting. The data recorded in this study will be treated confidentially.
You will be asked to choose a pseudonym as the identifier for your data, and only I will
have access to the data. Upon completion, you can keep the QAR teaching materials for
future use. Also, you will receive a souvenir worth 10 U.S. Dollars.
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Participation is voluntary. You may decide not to participate in this study, and even if
the research begins, you may decide to stop or withdraw at any time. Your decision
will be respected and will not result in loss of benefits. Having read the above and having
had an opportunity to ask questions, please sign below if you agree to participate in this
study. A copy of this form will be given to you for your future reference. If you have any
concerns about your selection or treatment as a participant, please contact the Sponsored
Programs and Academic Research Center, Kepner Hall, University of Northern Colorado,
CO 80639; (970) 351-1907.

____________________________________________________________________
Participant’s Signature

Date of Signature

____________________________________________________________________
Researcher’s Signature

Date of Signature
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CONSENT FORM FOR HUMAN PARTICIPANTS IN RESEARCH
UNIVERSITY OF NORTHERN COLORADO
หัวข้อวิจัย: The Impact of Question-Answer Relationships on Thai Reading Comprehension of Economically
Disadvantaged Students: A Mixed Methods Study in Thailand
นักวิจัย: รวีมา มงคลรัตน์ ภาควิชาการศึกษาพิเศษ
โทร: 086-4119106 อีเมล: mong8416@bears.unco.edu
อาจารย์ที่ปรึกษา: Sandra Bowen, Ph.D. ภาควิชาการศึกษาพิเศษ โทร: (970) 351-2102 อีเมล: sandy.bowen@unco.edu
Jennifer Urbach, Ph.D. ภาควิชาการศึกษาพิเศษ โทร: (970) 351-1677 อีเมล: jennifer.urbach@unco.edu
ดิฉันเป็นนิสิตปริญญาเอก สาขาการศึกษาพิเศษ มหาวิทยาลัยนอร์เธิร์นโคโลราโด ประเทศสหรัฐอเมริกา วิทยานิพนธ์ของดิฉัน
เป็นการวิจัยวิธีสอนอ่านจับใจความที่เรียกว่า Question-Answer Relationships (QAR) วัตถุประสงค์งานวิจัยเพื่อทดสอบผล
ของการสอนแบบ QAR ในการพัฒนาการอ่านจับใจความภาษาไทย ของนักเรียนชั้นประถมศึกษาปีที่ 5 ดิฉันสนใจที่จะทดสอบ QAR
ในชั้นเรียนภาษาไทยประถมศึกษาปีที่ 5 ที่อาจารย์เป็นผู้สอน ระหว่างเดือนมิถุนายน ถึง เดือนกันยายน 2559
หากอาจารย์ตกลงเข้าร่วมงานวิจัยนี้ กิจกรรมที่อาจารย์จะมีส่วนร่วม มีดังต่อไปนี้
ในการเตรียมตัวก่อนเก็บข้อมูลงานวิจัย อาจารย์และดิฉันจะร่วมกัน 1) เลือกข้อความและเรื่องสําหรับนักเรียนในระดับ
ประถมศึกษาปีที่ 5 อ่าน และ 2) ทํารายการที่ระบุว่าวิธีการสอนอ่านจับใจความที่อาจารย์ใช้อยู่มีองค์ประกอบอะไรบ้าง
ซึ่งเราจะเรียกรายการนี้ว่า Usual Instruction Checklist
สําหรับกิจกรรมในการเก็บข้อมูลวิจัยนั้น มีดังต่อไปนี้
กําหนดการเก็บข้อมูลรายสัปดาห์
สัปดาห์ที่ 1: อาจารย์จะให้นักเรียนทั้งสองห้องทําแบบทดสอบระดับความสามารถในการอ่านจับใจความ ในคาบที่ใช้สอนอ่าน
ดิฉันจะมอบข้อสอบและเฉลยข้อสอบให้อาจารย์ และเราจะร่วมกันตรวจข้อสอบ
สัปดาห์ที่ 2-4: อาจารย์จะสอนอ่านจับใจความตาม Usual Instruction Checklist ให้นักเรียนทั้งสองห้อง
และให้นักเรียนทําแบบทดสอบ จากเรื่องที่อ่าน 1 คาบต่อสัปดาห์ ดิฉันจะมอบข้อสอบและเฉลยข้อสอบให้อาจารย์
และเราจะร่วมกันตรวจ ข้อสอบ หลังจากนัน้
อาจารย์จะเขียนคําตอบสั้นๆเพื่อแสดงความคิดเห็นเกี่ยวกับการสอนอ่านจับใจความของอาจารย์ ในปลายสัปดาห์ที่ 4 ดิฉันจะอบรม
QAR ให้อาจารย์ในช่วงเวลาที่อาจารย์สะดวก โดยการอบรมจะใช้เวลารวม 4 ชั่วโมง
สัปดาห์ที่ 5: ดิฉันจะเลือกนักเรียน 1 ห้องให้อาจารย์อบรม QAR ในทัง้ สี่คาบเรียนภาษาไทย ห้องนี้จะเรียกว่า ห้อง ท.
ดิฉันจะมอบวัสดุการสอน ให้อาจารย์ใช้ในการอบรม และจะสังเกตการสอนของอาจารย์เพื่อให้คําแนะนําตามเหมาะสม
สําหรับนักเรียนอีกห้องหนึ่งนั้น อาจารย์จะสอน อ่านจับใจความตาม Usual Instruction Checklist ห้องนี้จะเรียกว่า ห้อง ค.
ดิฉันจะสังเกตการสอนของอาจารย์ในห้อง ค. ด้วยเช่นกัน
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สัปดาห์ที่ 6-9: อาจารย์จะสอนอ่านจับใจความให้ห้อง ท. สัปดาห์ละหนึ่งคาบ ด้วยการสอนแบบ QAR ตาม QAR Instruction
Checklist ที่ดิฉันมอบให้ ท้ายสัปดาห์ที่ 9
อาจารย์จะเขียนคําตอบสั้นๆเพื่อแสดงความคิดเห็นเกี่ยวกับการสอนอ่านจับใจความของอาจารย์
และการเรียนอ่านจับใจความของนักเรียน สําหรับห้อง ค. อาจารย์จะสอนอ่านจับใจความสัปดาห์ละหนึ่งคาบ ตาม
Usual Instruction Checklist ดิฉันจะสังเกตการสอนของอาจารย์ในทั้งสองห้อง
สัปดาห์ที่ 10-12: อาจารย์จะสอนอ่านจับใจความให้ ห้อง ท. ตาม QAR Instruction Checklist และสอนห้อง ค. ตาม Usual
Instruction Checklist (สัปดาห์ละ 1 คาบ) ดิฉันจะสังเกตการสอนของอาจารย์ในทั้งสองห้อง ท้ายการสอนแต่ครั้งอาจารย์จะให้
นักเรียนทําแบบทดสอบจากเรื่องที่อ่าน ดิฉันจะมอบข้อสอบและเฉลยข้อสอบให้อาจารย์ และเราจะร่วมกันตรวจข้อสอบ
สําหรับผลการทดลองประสิทธิภาพของ QAR ที่วัดจากการทดสอบนักเรียนนั้น
ดิฉันยินดีเปิดเผยให้อาจารย์ทราบหากอาจารย์ประสงค์
สัปดาห์ที่ 14: ดิฉันจะสัมภาษณ์อาจารย์ 1 ครั้ง เกี่ยวกับประสบการณ์การสอนด้วย QAR การสัมภาษณ์จะใช้เวลาประมาณ 1
ชั่วโมงในเวลาทีอ่ าจารย์สะดวก สถานที่สัมภาษณ์จะเป็นภายในโรงเรียน ในห้องที่อาจารย์เลือกตามความสบายใจ
และที่ไม่มีเสียงรบกวน ระหว่างการสัมภาษณ์ หากมีคําถามใดที่อาจารย์ไม่สบายใจที่จะตอบ อาจารย์สามารถบอกดิฉันได้ทันที
และดิฉันจะข้ามคําถามนั้นไป คําสัมภาษณ์จะถูกบันทึกเสียงไว้เพื่อนําไปถอดเทปและวิเคราะห์ข้อมูล
ดิฉันจะส่งข้อมูลที่วิเคราะห์จากการสัมภาษณ์ มาให้อาจารย์ ตรวจสอบ ว่าตรงตามที่อาจารย์ให้สัมภาษณ์ไว้หรือไม่
คําสัมภาษณ์ที่บันทึกเทปไว้และข้อความที่ถอดเทปแล้ว จะนําไปเก็บล็อคไว้ที่ ภาควิชาการศึกษาพิเศษ
มหาวิทยาลัยนอร์เธิร์นโคโลราโด และจะถูกทําลายภายใน 3 ปี หลังการวิจัยแล้วเสร็จ
ข้อมูลที่เก็บจากอาจารย์
ข้อมูลที่จะเก็บจากอาจารย์มีดังต่อไปนี้
- ข้อมูลจากคําตอบสั้นๆเพื่อแสดงความคิดเห็นเกี่ยวกับการสอนอ่านจับใจความของอาจารย์ ซึ่งจะเก็บสองครั้งในสัปดาห์ที่
4 และ 9 ตามที่ระบุในกําหนดการเก็บข้อมูล แต่ละครั้งใช้เวลาไม่เกิน 10 นาที
- ข้อมูลจากการสัมภาษณ์เกี่ยวกับประสบการณ์การสอนด้วย QAR ในสัปดาห์ที่ 14 ตามที่ระบุในกําหนดการเก็บข้อมูล
ใช้เวลาสัมภาษณ์ไม่เกิน 1 ชั่วโมง
ดิฉันเล็งเห็นว่า การเข้าร่วมงานวิจัยนี้ไม่มีความเสี่ยงต่ออาจารย์ เกินไปกว่าที่อาจารย์พบจากการสอนในชีวิตประจําวันในสถานศึกษา
นอกจากนี้ ดิฉันจะไม่ใช้ชื่อและนามสกุลจริงของอาจารย์ในการรายงานผลวิจัย อาจารย์จะเลือกนามสมมติเพื่อใช้แทนตัวอาจารย์
ในรายงานผลการวิจัย เมื่องานวิจัยแล้วเสร็จ อาจารย์สามารถเก็บวัสดุการสอน QAR ไว้ใช้สอนต่อไป นอกจากนี้
อาจารย์จะได้รับของขวัญแสดงความขอบคุณ มูลค่า 10 เหรียญสหรัฐ
การเข้าร่วมงานวิจัยนี้ขึ้นอยู่กับความสมัครใจของอาจารย์ อาจารย์มีสิทธิ์ที่จะไม่เข้าร่วม หรือหากอาจารย์เข้าร่วมแล้วอาจารย์ก็มีสทิ ธิ์
ขอถอนตัวได้ทุกเมื่อ ดิฉันจะเคารพในการตัดสินใจของอาจารย์ เมื่ออาจารย์ได้อ่านข้อความในเอกสารนี้
และได้มีโอกาสซักถามข้อสงสัยแล้ว โปรดลงนามท้ายเอกสารหากอาจารย์ตกลงจะเข้าร่วมงานวิจัยนี้ ดิฉันจะมอบสําเนาเอกสารนี้ให้
อาจารย์เก็บไว้สําหรับอ้างอิง หากอาจารย์มีข้อสงสัย ใดใดเกี่ยวกับการคัดเลือกและการปฏิบัติตอ่ ผู้เข้าร่วมงานวิจัย โปรดติดต่อ
Sponsor Programs and Academic Research Center, Kepner Hall, University of Northern Colorado, CO 80639; (970)
351-1907
_______________________________________________________________________________________________
ผู้เข้าร่วมงานวิจัยลงนาม
วัน/เดือน/ปี

นักวิจัยลงนาม

วัน/เดือน/ปี
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Raveema Mongkolrat
125/223 Ban Sailom Soi 8
Chaengwattana Rd., Pakkred Dist.
Nontaburi, THAILAND 11120
Mong8416@bears.unco.edu
March 10, 2016
Mr. Montri Kaewvijit
Director
Ban Nong Yang School
Koo Yai Mee District
Amphur Sanamchaiket
Chachuengsao, THAILAND 24160
Dear Mr. Kaewvijit,
RE: Permission to Conduct Research
I am a Thai doctoral student in special education at University of Northern Colorado, the
United States of America (USA). For my doctoral dissertation, I will conduct a research
study on Question-Answer Relationships (QAR), a comprehension-teaching program that
has been proven effective in promoting reading comprehension through research in the
USA. This letter has two purposes: to obtain your permission for me to conduct the
research in your school during June to September 2016, and to provide you with
information about the study for your facilitation in the process of obtaining
parent/guardian consents for their child to participate in the study. The study is described
below.
Research Topic: The Impact of Question-Answer Relationships on Thai Reading
Comprehension of Economically Disadvantaged Students: A Mixed Methods Study in
Thailand
Researcher: Raveema Mongkolrat, School of Special Education
Phone:
(090) 558-2941
E-mail: mong8416@bears.unco.edu
Research Advisors: Sandra Bowen, Ph.D., School of Special Education
Phone: (970) 351-2102 E-mail: sandy.bowen@unco.edu
Jennifer Urbach, Ph.D., School of Special Education
Phone: (970) 351-1677 E-mail: jennifer.urbach@unco.edu
Researcher’s Goal: I will conduct the study in hopes to bring new reading comprehension
instruction, which has been proven effective by research in the USA, to improve Thai
students’ reading comprehension in Thai language.
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Purpose of the Study: To explore the effect of QAR on Thai reading comprehension
of fifth-graders, as well as on the students’ and teacher’s perspectives toward learning
and teaching reading comprehension
Participants: Two fifth-grade classes and their Thai reading teacher
Setting: Thai-language arts classrooms
Data Collection:
June: First, both classes will receive a researcher-made comprehension test in the
reading comprehension period of week 1. Second, they will receive the usual
comprehension teaching followed with completing researcher-made tests for one period
in weeks 2, 3, and 4. Third, the students and teacher will write short responses to reflect
on their perspectives about learning and teaching comprehension. Fourth, the teacher will
receive QAR training during her available times toward the end of week 4. Finally, the
two classes will be randomly assigned to either receiving comprehension teaching with
QAR (Class T), or receiving comprehension teaching with the usual method (Class C).
July to week 1 of August: First, Class T will receive QAR orientation by the teacher
in the four Thai-language arts periods in week 1 of July. Second, Class T will receive
comprehension teaching with QAR by the teacher for one period in weeks 2, 3, and 4 of
July, and in week 1 of August. Throughout this period, Class C will receive Thailanguage teaching as usual. After that, the students and teacher will write short responses
to reflect on their perspectives about learning and teaching comprehension.
Weeks 2, 3 and 4 of August: Class T will receive comprehension teaching with
QAR followed with completing researcher-made tests for one period per week. In the
meantime, Class C will receive comprehension teaching with the usual method followed
with completing the same tests that Class T takes.
Week 2 of September: Four students from each class will be selected to participate
in focus-group interviews about their perspectives toward learning reading
comprehension. Also, the teacher will participate in a one-on-one interview about her
perspectives toward teaching reading comprehension with QAR.
I foresee no risk to the school and the participants in this study other than what normally
occurs in your educational setting. All the participants will be treated respectfully and
confidentially. First, the parents/guardians have the right to decide whether or not they
will allow their child to participate in the study. (The parent/guardian consent form is
attached with this letter.) Second, if any parents/guardians have any questions/concerns
about the study, they can contact the school director through the classroom teacher for
clarifications. Third, if any parents/guardians, who have allowed their child’s
participation, later decide not to allow their child to continue the participation, they can
contact the school director to withdraw the child from the study at any time. Finally, the
school and all the participants will be anonymous. In addition, those participating in the
interviews will each be asked to choose a pseudonym as the identifier for their data.
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I would greatly appreciate your support in allowing me to conduct the study in your
school, and in facilitating the parent/guardian consent process. Please sign below if
you approve for me to conduct the study in your school. Thank you very much.
Respectfully,
Raveema Mongkolrat
Researcher
I, Montri Kaewvijit, approves for Ms. Raveema Mongkolrat to conduct a study as
described in this letter at Ban Nong Yang School.

________________________________________________________________________
School Director’s Signature

Date of Signature
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รวีมา มงคลรัตน์
125/223 บ้านสายลม ซอย 8
ถ. แจ้งวัฒนะ เขตปากเกร็ด
นนทบุรี 11120
mong8416@bears.unco.edu
วัน เดือน 2559
คุณ มนตรี แก้ววิจิตร
ผู้อํานวยการ
โรงเรียนบ้านหนองยาง
ตําบลคู้ยายหมี อําเภอสนามชัยเขต
จังหวัดฉะเชิงเทรา 24160
เรียน ท่านผู้อํานวยการ
เรื่อง ขออนุญาตเก็บข้อมูลงานวิจัย
ดิฉันเป็นนิสิตปริญญาเอก สาขาการศึกษาพิเศษ มหาวิทยาลัยนอร์เธิร์นโคโลราโด ประเทศสหรัฐอเมริกา
วิทยานิพนธ์ของดิฉัน เป็นการวิจัยวิธีสอนอ่านจับใจความที่ผ่านการวิจัยแล้วว่าได้ผลในประเทศสหรัฐอเมริกา เรียกว่า QuestionAnswer Relationships (QAR) วัตถุประสงค์ของหนังสือฉบับนี้เพื่อ ขออนุญาตเก็บข้อมูลงานวิจัย ณ โรงเรียนบ้านหนองยาง
ระหว่างเดือนมิถุนายน ถึง เดิอนกันยายน 2559 และชี้แจงรายละเอียดเกี่ยวกับงานวิจัย เพื่อให้ทางโรงเรียนช่วยกรุณาประสาน
ขออนุญาตผู้ปกครองให้นักเรียนเข้าร่วมงานวิจัย รายละเอียดของงานวิจัยมีดังต่อไปนี้
หัวข้อวิจัย: The Impact of Question-Answer Relationships on Thai Reading Comprehension of Economically
Disadvantaged Students: A Mixed Methods Study in Thailand
นักวิจัย: รวีมา มงคลรัตน์ ภาควิชาการศึกษาพิเศษ
โทร: 086-4119106 อีเมล: mong8416@bears.unco.edu
อาจารย์ที่ปรึกษา: Sandra Bowen, Ph.D. ภาควิชาการศึกษาพิเศษ โทร: (970) 351-2102 อีเมล: sandy.bowen@unco.edu
Jennifer Urbach, Ph.D. ภาควิชาการศึกษาพิเศษ โทร: (970) 351-1677 อีเมล: jennifer.urbach@unco.edu
เป้าหมายนักวิจัย: เพื่อนําวิธีสอนอ่านจับใจความที่ผ่านการวิจัยแล้วว่าได้ผลในประเทศสหรัฐอเมริกา มาพัฒนาการอ่าน
จับใจความในภาษาไทย ให้กับนักเรียนไทย
วัตถุประสงค์งานวิจัย: เพื่อทดสอบผลของการสอนแบบ QAR ในการพัฒนาการอ่านจับใจความในภาษาไทย
ของนักเรียนชั้นประถมศึกษาปีที่ 5 และ ผลกระทบของ QAR ต่อทัศนคติที่ผู้เรียนและผู้สอนมีตอ่ การเรียนและการสอนอ่าน
จับใจความ
ผู้ร่วมงานวิจัย: นักเรียนชั้นประถมศึกษาปี่ที่ 5 ทั้งสองห้องเรียน และ อาจารย์ผู้สอนวิชาภาษาไทยชั้นประถมศึกษาปี่ที่ 5
สถานที่วิจัย: ห้องเรียนภาษาไทยชั้นประถมศึกษาปี่ที่ 5
การเก็บข้อมูล:
สัปดาห์ที่ 1: ทดสอบระดับความสามารถอ่านจับใจความของนักเรียนด้วยแบบทดสอบที่นักวิจัยออกแบบ (1 คาบ)
สัปดาห์ที่ 2-4: นักเรียนเรียนอ่านจับใจความด้วยวิธีสอนปกติแล้วทําแบบทดสอบจากเรื่องที่อ่าน(สัปดาห์ละ 1 คาบ)
หลังจากนั้น นักเรียนและอาจารย์เขียนคําตอบสั้นๆเกี่ยวกับการเรียนการสอนอ่านจับใจความ ในปลายสัปดาห์ท4ี่ นักวิจัยอบรม
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QARให้อาจารย์ในช่วงเวลาที่สะดวกของอาจารย์ สุดท้าย นักวิจัยจัดสุ่มชั้นเรียนเพื่อแต่ละห้องรับการสอนแบบปกติ
(เรียกว่าห้อง ค.) หรือแบบใหม่ (เรียกว่าห้อง ท.)
สัปดาห์ที่ 5: อาจารย์อบรม QAR ให้ห้อง ท. ในคาบเรียนภาษาไทยทั้งสี่คาบ ส่วนห้อง ค. เรียนตามปกติ
สัปดาห์ที่ 6-9: อาจารย์สอนอ่านจับใจความให้ห้อง ท. ด้วยการสอนแบบ QAR และสอนห้อง ค. ด้วยการสอนแบบปกติ
(1 คาบต่อสัปดาห์) หลังจากนั้น นักเรียนทั้งสองห้องและอาจารย์เขียนคําตอบสั้นๆ เกี่ยวกับ การเรียนการสอนอ่านจับใจความ
สัปดาห์ที่ 10-12: อาจารย์สอนอ่านจับใจความให้ห้อง ท. ด้วยการสอนแบบ QAR และสอนห้อง ค.
ด้วยการสอนแบบปกติ (1 คาบต่อสัปดาห์) ท้ายการสอนแต่ครั้ง นักเรียนทําแบบทดสอบจากเรื่องที่อ่าน
สัปดาห์ที่ 14: นักวิจัยเลือกนักเรียน 4 รายจากห้อง ท. และ 4 รายจากห้อง ค. เข้าร่วมการสัมภาษณ์ แบบสนทนากลุ่ม
(แยกเป็นสองกลุ่มตามห้อง) เพื่อแสดงความเห็นเกี่ยวกับการเรียนอ่านจับใจความ ตามด้วย
นักวิจัยสัมภาษณ์อาจารย์เกี่ยวกับมุมมองต่อการสอนด้วย QAR
ดิฉันเล็งเห็นว่างานวิจัยนี้ไม่มีความเสี่ยงต่อโรงเรียนและผู้เข้าร่วมงานวิจัย เกินไปกว่าที่ผู้เรียนผู้สอนพบจากการเรียน
การสอนในชีวิตประจําวันในสถานศึกษา ผู้เข้าร่วมงานวิจัยจะได้รับการปฏิบัติด้วยความเคารพต่อสิทธิและความเป็นส่วนตัว
ประการแรก ผู้ปกครองมีสิทธิเลือกที่จะให้นักเรียนในปกครองเข้าร่วมหรือไม่เข้าร่วมงานวิจัย (เอกสารขออนุญาตผู้ปกครอง
แนบมาพร้อมกันนี้) ประการที่สอง หากผู้ปกครองมีคําถามเกี่ยวกับงานวิจัย ก็สามารถติดต่อสอบถามโรงเรียนเพื่อความกระจ่าง
ประการที่สาม หากผู้ปกครองอนุญาตนักเรียนให้เข้าร่วมงานวิจัยแล้ว แต่ภายหลังไม่ประสงค์ให้นักเรียนร่วมงานวิจัยต่อ
ก็สามารถแจ้งโรงเรียนได้ทุกเมื่อ ประการสุดท้าย นักวิจัยจะไม่เปิดเผยชื่อโรงเรียนและผู้เข้าร่วมงานวิจัย นอกจากนั้น
นักวิจัยจะให้ผู้ร่วมงานวิจัยที่ได้รับการสัมภาษณ์เลือกนามสมมติเพื่อนําไปใช้ในรายงานผลการวิจัย
จึงเรียนมาเพื่อขอความอนุเคราะห์ให้ดิฉันเก็บข้อมูลงานวิจัยวิทยานิพนธ์ ตามระละเอียดที่แจงในหนังสือฉบับนี้
อีกทั้งความอนุเคราะห์ในการประสานขออนุญาตผู้ปกครองให้นักเรียนในปกครองเข้าร่วมงานวิจัย หากอนุมัติ ขอความกรุณา
ลงนามในช่องว่างท้ายหนังสือ
เพื่อโปรดพิจารณา และขอขอบพระคุณอย่างสูงมา ณ โอกาสนี้
ขอแสดงนับถือ
นาง รวีมา มงคลรัตน์
นักวิจัย
ข้าพเจ้า นาย มนตรี แก้ววิจิตร อนุมัติให้ นาง รวีมา มงคลรัตน์ ทําการวิจัย ณ โรงเรียนบ้านหนองยาง ตามรายละเอียด
ในหนังสือฉบับนี้
__________________________________________________________________________________________
ลงนาม
วัน/เดือน/ปี
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(Thai Royal Government Office Stamp)
(Letter Number)

(School Name and Address)
(Date/Month/Year)

RE: Permission for student to participate in research study
To: Parent/Guardian of …………………………………………
(School name) has allowed a Thai doctoral student from a university in the United
States of America to conduct a research study on teaching reading comprehension in
Grade-5 Thai-language classes. The study will be from the first week of June 2016 to the
second week of September 2016. The objective of the study is to test a new teaching
method in improving student reading comprehension. The activities will be as follows.
Students will be taught reading comprehension with either the usual method, or the new
method. Students will take reading comprehension tests. Students will write comments
about learning reading comprehension. Students will be interviewed about learning
reading comprehension.
The school would like to ask for your permission for your child to participate in
this study. Anyways, participation is voluntary. You may decide to allow or not allow
your child to participate. If you have any questions about the study, you may contact the
school at (telephone number). If you allow your child to participate in the study but later
do not want your child to continue the participation, you can contact the school to
withdraw your child from the study at any time.
Thank you very much.
Respectfully
(School Director’s Name)
Director of (School Name)
Please send this part back to school by (date/month/year).
To: Director of (School Name)
I, (Mr., Mrs., Miss).……………………………………………………………………..
Guardian of………………………………………………………….. Grade 5/………
¢ Allow
¢ Not Allow the student to participate in the research study.
Not Allow because……………………………………………………………………..
Signature……………………………….
(………………………………………)
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ที่ ศธ ๐๔๐๓๓.๐๖๔ /

โรงเรียนบ้านหนองยาง
๒๘๒ หมู่ ๘ ตําบลคู้ยายหมี
อําเภอสนามชัยเขต
จังหวัดฉะเชิงเทรา ๒๔๑๖๐
๑๒ พฤษภาคม ๒๕๕๙

เรื่อง ขออนุญาตให้นักเรียนเข้าร่วมงานวิจัย
เรียน ท่านผู้ปกครองของ...............................................................................................................
ด้วย (ชื่อโรงเรียน) ได้อนุญาตให้นิสิตปริญญาเอกชาวไทย จากมหาวิทยาลัยในประเทศ สหรัฐอเมริกา ทําการวิจัย
ด้านการสอนอ่านจับใจความ ในชั้นเรียนภาษาไทยประถมศึกษาปีที่ ๕ ระหว่างเดือนพฤษภาคม ถึงเดือนกันยายน พ.ศ. ๒๕๕๙
วัตถุประสงค์ของงานวิจัยเพื่อทดลอง การสอนแบบใหม่เพื่อพัฒนาการอ่านจับใจความของนักเรียน โดยกิจกรรมที่นักเรียนจะร่วมใน
งานวิจัย ได้แก่ นักเรียนจะเรียนอ่านจับใจความในกลุ่มทีส่ อนด้วยการสอนแบบเดิม หรือ การสอน แบบใหม่ อย่างใดอย่างหนึ่ง
นักเรียนจะทําแบบทดสอบการอ่านจับใจความ นักเรียนจะเขียนแสดง ความคิดเห็นเกี่ยวกับการเรียนอ่านจับใจความ
และนักเรียนจะให้สัมภาษณ์แสดงความคิดเห็นเกี่ยวกับการเรียนอ่านจับใจความ
ทางโรงเรียนใคร่ขอความอนุเคราะห์จากท่านผู้ปกครอง อนุญาตให้นักเรียนเข้าร่วมใน งานวิจัยนี้ อย่างไรก็ตาม
อยู่ที่ความสมัครใจของท่านผู้ปกครองว่าจะอนุญาตหรือไม่ และหากท่านผู้ปกครองมีคําถามเกี่ยวกับงานวิจัยนี้ ท่านสามารถติดต่อ
ทางโรงเรียนที่ (๐๘๗-๖๗๘๒๙๐๗) หรือหากท่านอนุญาตให้นักเรียนเข้าร่วมงานวิจัยแล้ว แต่ภายหลังไม่ประสงค์ให้ นักเรียนเข้าร่วมต่อ
ท่านก็สามารถแจ้งให้ทางโรงเรียนทราบได้ทุกเมื่อ
ขอขอบคุณมา ณ โอกาสนี้
ขอแสดงความนับถือ
( นายมนตรี แก้ววิจิตร )
ผู้อํานวยการโรงเรียนบ้านหนองยาง
__________________________________________________________________________________________________
โปรดนําชิ้นส่วนนี้ส่งกลับโรงเรียน ภายใน ( ๑๙ พฤษภาคม ๒๕๕๙ )
เรียน ผู้อํานวยการโรงเรียนบ้านหนองยาง
ข้าพเจ้า นาย/นาง/นางสาว...........................................................................................................................................................
ผู้ปกครองของ เด็กชาย/เด็กหญิง........................................................................................................................ ชัน้ ป. ๕/...........
¢ อนุญาต
¢ ไม่อนุญาต ให้นักเรียนเข้าร่วมงานวิจัยนี้
ไม่อนุญาตเพราะ……………………………………………………………………………………………………………………………………………………………………………
ลงชื่อ…………………….…….........……ผู้ปกครอง
(…………………...........................…………………)
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ASSENT FORM FOR HUMAN PARTICIPANTS IN RESEARCH
UNIVERSITY OF NORTHERN COLORADO

Hi!
My name is Raveema Mongkolrat and I’m a student at the University of Northern
Colorado, the United States of America. I do research on reading. That means I study
the way people learn reading comprehension and how to make people improve their
reading comprehension. I would like to involve a lot of fifth-graders in my research. If you
want, you can be one of the kids to be in my research.
If you want to be in my research, you will participate in a few activities during your
Thai reading classes. First, in week 1 of the first semester, you will read some
passages and take a comprehension test by writing answers to 20 comprehension
questions in one period. Second, in week 2 to week 4 of the semester, you will learn
reading comprehension from your teacher for one period per week and take 3 end-oflesson comprehension tests by writing answers to 10 comprehension questions for each
test. Third, in week 5 to week 9, you will learn reading comprehension from your teacher
without taking tests. Finally, in week 10 to week 12, you will learn reading
comprehension from your teacher for one period per week and take another 3 end-oflesson comprehension tests by writing answers to 10 comprehension questions for each
test. You will write your name on the tests because your teacher and I want to know if
you understand what you read so that we can help you improve your reading
comprehension. But I will not write down your name in my research.
Participating in my research probably won’t help you or hurt you. Your parents/guardians
have said it’s okay for you to be in my research, but you don’t have to. It’s up to you.
Also, if you say “yes” but then change your mind, you can leave my research any time
you want to. Do you have any questions for me about my research?
If you want to be in my research and do the activities that I’ve explained above, sign your
name below and write today’s date next to it. Thanks!

Student

Date

Researcher

Date
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ASSENT FORM FOR HUMAN PARTICIPANTS IN RESEARCH
UNIVERSITY OF NORTHERN COLORADO

สวัสดีค่ะ
ดิฉันชื่อ รวีมา มงคลรัตน์ ดิฉันเป็นนักศึกษาของมหาวิทยาลัยนอร์เธิร์นโคโลราโด ประเทศสหรัฐอเมริกา
ดิฉันทํางานวิจัยเกี่ยวกับการอ่าน ซึ่งหมายถึงว่า ดิฉันศึกษาว่านักเรียนเรียนอ่านจับใจความอย่างไร
และทําอย่างไรนักเรียนจึงจะพัฒนาการอ่านจับใจความให้ดีขึ้น ดิฉันอยากให้นักเรียนป. 5 หลายคนเข้าร่วม
ในงานวิจัยนี้ คุณสามารถเป็นนักเรียนคนหนึ่งที่เข้าร่วมงานวิจัยของดิฉันได้ ถ้าคุณต้องการ
ถ้าคุณต้องการเข้าร่วมงานวิจัยของดิฉัน คุณจะทํากิจกรรมดังต่อไปนี้ในคาบเรียนอ่านภาษาไทย
ในสัปดาห์แรกของเทอมต้น คุณจะอ่านข้อความและทําแบบทดสอบโดยเขียนตอบคําถามตามเรื่องที่อ่าน 20
คําถาม ในสัปดาห์ที่ 2 ถึง 4 คุณจะเรียนอ่านจับใจความจากอาจารย์ของคุณ 1 คาบต่อสัปดาห์
และทําแบบทดสอบท้ายคาบ 3 ครั้ง โดยเขียนตอบคําถามตามเรื่องที่อ่าน 10 คําถามในแต่ละครั้ง
ในสัปดาห์ที่ 5 ถึง 9 คุณจะเรียนอ่านจับใจความจากอาจารย์ของคุณโดยไม่มีการทําแบบทดสอบ
ในสัปดาห์ที่ 10 ถึง 12 คุณจะเรียนอ่านจับใจความจากอาจารย์ของคุณ 1 คาบต่อสัปดาห์
และทําแบบทดสอบท้ายคาบอีก 3 ครั้ง โดยเขียนตอบคําถามตามเรื่องที่อ่าน 10 คําถามในแต่ละครั้ง
คุณจะเขียนชื่อของคุณในแบบทดสอบ เพราะอาจารย์ของคุณและดิฉันอยากทราบว่าคุณเข้าใจเรื่องที่อ่าน
หรือไม่ เพื่อที่เราจะได้ช่วยให้คุณพัฒนาการอ่านจับใจความให้ดีขึ้น แต่ดิฉันจะไม่เขียนชื่อของคุณในงานวิจัย
ของดิฉัน
การเข้าร่วมในงานวิจัยนี้จะไม่เป็นผลเสียต่อคุณแต่อย่างใด ผู้ปกครองของคุณอนุญาตแล้วให้คุณเข้าร่วม
งานวิจัยนี้ได้ แต่ไม่ใช่การบังคับ ขึ้นอยู่กับคุณว่าจะเข้าร่วมหรือไม่ ถ้าคุณตอบตกลงแล้วแต่เปลี่ยนใจภายหลัง
คุณก็สามารถออกจากงานวิจัยนี้ได้ทุกเมื่อ คุณมีอะไรสงสัยเกี่ยวกับงานวิจัยนี้หรือไม่คะ
ถ้าคุณต้องการเข้าร่วมงานวิจัยของดิฉัน และทํากิจกรรมตามที่ดิฉันได้อธิบายข้างต้น โปรดลงชื่อในช่องว่าง
ด้านล่าง และเขียนวันที่ต่อจากชื่อของคุณ ขอบคุณค่ะ

ชื่อนักเรียน

วัน/เดือน/ปี

ชื่อนักวิจัย

วัน/เดือน/ปี
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ASSENT FORM FOR HUMAN PARTICIPANTS IN RESEARCH
UNIVERSITY OF NORTHERN COLORADO
Hi!
My name is Raveema Mongkolrat and I’m a student at the University of Northern
Colorado, the United States of America. I do research on reading. That means I
study the way people learn reading comprehension and how to make people
improve their reading comprehension. I would like to ask a lot of fifth-graders
about their reading comprehension learning. If you want, you can be one of the
kids to be in my research.
If you want to be in my research, I’ll ask you about how you think and feel about
learning reading comprehension, and what you do when you have to answer
comprehension questions. For each question I will want you to write a short
answer. But, this isn’t a test or anything like that. There are no right or wrong
answers and there won’t be any score or grade for your answers. I will write
down what you share, but I won’t even write down your name. It will take about
10 minutes for you to write short answers to my questions. You will do this
activity twice during two of your Thai reading classes.
Answering my questions probably won’t help you or hurt you. Your
parents/guardians have said it’s okay for you to be in my research, but you don’t
have to. It’s up to you. Also, if you say “yes” but then change your mind, you can
leave my research any time you want to. Do you have any questions for me
about my research?
If you want to be in my research and write short answers to my questions, sign
your name below and write today’s date next to it. Thanks!

Student

Date

Researcher

Date
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ASSENT FORM FOR HUMAN PARTICIPANTS IN RESEARCH
UNIVERSITY OF NORTHERN COLORADO

สวัสดีค่ะ
ดิฉันชื่อ รวีมา มงคลรัตน์ ดิฉันเป็นนักศึกษาของมหาวิทยาลัยนอร์เธิร์นโคโลราโด ประเทศสหรัฐอเมริกา
ดิฉันทํางานวิจัยเกี่ยวกับการอ่าน ซึ่งหมายถึงว่า ดิฉันศึกษาว่านักเรียนเรียนอ่านจับใจความอย่างไร
และทําอย่างไรนักเรียนจึงจะพัฒนาการอ่านจับใจความให้ดีขึ้น ดิฉันอยากถามนักเรียนป. 5
หลายคนเกี่ยวกับการเรียนอ่านจับใจความ คุณสามารถเป็นนักเรียนคนหนึ่งที่เข้าร่วมงานวิจัยของดิฉันได้
ถ้าคุณต้องการ
ถ้าคุณต้องการเข้าร่วมงานวิจัยของดิฉัน ดิฉันจะถามคุณว่าคุณคิดและรู้สึกอย่างไรต่อการเรียนอ่านจับใจความ
และคุณทําอย่างไรเมื่อต้องตอบคําถามจากเรื่องที่อ่าน โดยคุณจะเขียนคําตอบสั้นๆต่อแต่ละคําถาม ที่ดิฉันถาม
แต่นี่ไม่ใช่การสอบ คําตอบของคุณไม่มีถูกหรือผิด และไม่มีการให้คะแนน ดิฉันจะจดคําตอบของคุณ
แต่จะไม่จดชื่อของคุณ การเขียนคําตอบจะใช้เวลาประมาณ 10 นาที และคุณจะทํากิจกรรมนี้สองครั้ง
ในสองคาบเรียนภาษาไทย
คําตอบที่คุณเขียนจะไม่เป็นผลเสียต่อคุณแต่อย่างใด ผู้ปกครองของคุณอนุญาตแล้วให้คุณเข้าร่วมงานวิจัยนี้ได้
แต่ไม่ใช่การบังคับ ขึ้นอยู่กับคุณว่าจะเข้าร่วมหรือไม่ ถ้าคุณตอบตกลงแล้วแต่เปลี่ยนใจภายหลัง
คุณก็สามารถออกจากงานวิจัยนี้ได้ทุกเมื่อ คุณมีอะไรสงสัยเกี่ยวกับงานวิจัยนี้หรือไม่คะ
ถ้าคุณต้องการเข้าร่วมงานวิจัยของดิฉัน และเขียนคําตอบสั้นๆต่อคําถามของดิฉัน โปรดลงชื่อในช่องว่างด้านล่าง
และเขียนวันที่ต่อจากชื่อของคุณ ขอบคุณค่ะ

ชื่อนักเรียน

วัน/เดือน/ปี

ชื่อนักวิจัย

วัน/เดือน/ปี
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ASSENT FORM FOR HUMAN PARTICIPANTS IN RESEARCH
UNIVERSITY OF NORTHERN COLORADO
Hi!
My name is Raveema Mongkolrat and I’m a student at the University of Northern
Colorado, the United States of America. I do research on reading. That means I
study the way people learn reading comprehension and how to make people
improve their reading comprehension. I would like to ask a lot of fifth-graders
about their reading comprehension learning. If you want, you can be one of the
kids to be in my research.
If you want to be in my research, you will join in a group discussion with a few of
your peers. I will ask you how you think and feel about learning reading
comprehension, what you do when you have to answer comprehension
questions, and what support you would like from your teacher to improve your
comprehension question answering. For each question I will want you to
explain your answer. But, this isn’t a test or anything like that. There are no
right or wrong answers and there won’t be any score or grade for your answers. I
will write down what you say, but I won’t even write down your name. It will take
about one hour for you to join in the group discussion. I’ll ask your teacher for the
best time to talk with you and your peers so that you don’t miss anything too
important.
Answering my questions probably won’t help you or hurt you. Your
parents/guardians have said it’s okay for you to be in my research, but you don’t
have to. It’s up to you. Also, if you say “yes” but then change your mind, you can
leave my research any time you want to. Do you have any questions for me
about my research?
If you want to be in my research and join in the group discussion, sign your name
below and write today’s date next to it. Thanks!

Student

Date

Researcher

Date
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สวัสดีค่ะ
ดิฉันชื่อ รวีมา มงคลรัตน์ ดิฉันเป็นนักศึกษาของมหาวิทยาลัยนอร์เธิร์นโคโลราโด ประเทศสหรัฐอเมริกา
ดิฉันทํางานวิจัยเกี่ยวกับการอ่าน ซึ่งหมายถึงว่า ดิฉันศึกษาว่านักเรียนเรียนอ่านจับใจความอย่างไร
และทําอย่างไรนักเรียนจึงจะพัฒนาการอ่านจับใจความให้ดีขึ้น ดิฉันอยากถามนักเรียนป. 5
หลายคนเกี่ยวกับการเรียนอ่านจับใจความ คุณสามารถเป็นนักเรียนคนหนึ่งที่เข้าร่วมงานวิจัยของดิฉันได้
ถ้าคุณต้องการ
ถ้าคุณต้องการเข้าร่วมงานวิจัยของดิฉัน คุณจะเข้าร่วมการสนทนากลุ่มกับเพื่อนอีก 2-3 คน
ดิฉันจะถามคุณว่าคุณคิดและรู้สึกอย่างไรต่อการเรียนอ่านจับใจความ คุณทําอย่างไรเมื่อต้องตอบคําถาม
จากเรื่องที่อ่าน และคุณอยากให้อาจารย์ช่วยอย่างไรให้คุณตอบคําถามจากเรื่องที่อ่านได้ดีขึ้น
ดิฉันอยากให้คุณอธิบายคําตอบต่อแต่ละคําถามที่ดิฉันถาม แต่นี่ไม่ใช่การสอบ คําตอบของคุณไม่มีถูกหรือผิด
และไม่มีการให้คะแนน ดิฉันจะจดคําตอบของคุณ แต่จะไม่จดชื่อของคุณ การสนทนากลุ่มจะใช้เวลาประมาณ 1
ชั่วโมง ดิฉันจะถามอาจารย์ของคุณว่าควรคุยกับคุณและเพื่อนๆตอนไหน ที่จะไม่ทําให้คุณเสียเวลา
ในการเรียนและการทํากิจกรรมที่สําคัญ
การตอบคําถามที่ดิฉันถามจะไม่เป็นผลเสียต่อคุณแต่อย่างใด ผู้ปกครองของคุณอนุญาตแล้วให้คุณเข้าร่วม
งานวิจัยนี้ได้ แต่ไม่ใช่การบังคับ ขึ้นอยู่กับคุณว่าจะเข้าร่วมหรือไม่ ถ้าคุณตอบตกลงแล้วแต่เปลี่ยนใจภายหลัง
คุณก็สามารถออกจากงานวิจัยนี้ได้ทุกเมื่อ คุณมีอะไรสงสัยเกี่ยวกับงานวิจัยนี้หรือไม่คะ
ถ้าคุณต้องการเข้าร่วมงานวิจัยของดิฉัน และร่วมการสนทนากลุ่ม โปรดลงชื่อในช่องว่างด้านล่าง
และเขียนวันที่ต่อจากชื่อของคุณ ขอบคุณค่ะ

ชื่อนักเรียน

วัน/เดือน/ปี

ชื่อนักวิจัย

วัน/เดือน/ปี
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คําถามสําหรับแบบทดสอบพื้นฐาน ทักษะการอ่านจับใจความ ประถมศึกษาปีที่ ๕
สาระข้อความจากหนังสือแบบฝึกเสริมทักษะการอ่านจับใจความ ภาษาไทย ๔
Questions for Fifth-Grade Reading Comprehension Baseline Test
Passages from fourth-grade Thai reading comprehension workbook
หนู

หนูเป็นสัตว์เลี้ยงลูกด้วยนม มีฟันสําหรับแทะอาหาร อาศัยอยู่ทั่วไปทั้งในถิ่นธรรมชาติและตาม
บ้านเรือนคน หนูมีหลายชนิด อาทิ หนูนา หนูหริ่ง หนูพุกใหญ่ หนูท้องขาว หนูท่อ หนูดํา หรือหนูบ้าน
พวกมันมักจะแพร่พันธุ์ได้รวดเร็วมาก เราจะไม่ค่อยได้เห็นมันนักเพราะมันวิ่งหนีได้รวดเร็วมาก
ที่อยู่ของมันจะอยู่ทั้งในโพรง ในรู ตามยุ้งฉางและบ้านเรือนคน เพราะมันกินพืชและอาหารต่างๆ
หนูบางชนิดก็เป็น พาหะนําโรคมาสู่คนได้ด้วย
Rats
(Passage: facts about rats)
๑. ข้อความนี้กล่าวถึงหนูกี่ชนิด
1. How many kinds of rats are mentioned in this passage?
๒. เหตุใดเราจึงไม่ค่อยได้เห็นหนูบ่อยนัก
2. Why do we rarely see rats?
๓. ให้นักเรียนเขียนชนิดของสัตว์เลี้ยงลูกด้วยนมที่นักเรียนรู้จัก ซึ่งไม่ใช่หนู มา ๒ ชนิด
3. Besides rats, what other kinds of mammals do you know? Give 2 examples.
๔. จากเรื่องที่อ่าน นักเรียนคิดว่าสัตว์ชนิดใดมีลักษณะคล้ายหนู เพราะเหตุใด
4. Based on this passage, what kind of animal do you think is similar to rats, and why?
เกาะหนู เกาะแมว

หากใครไปเที่ยวที่จังหวัดสงขลาบริเวณหาดแหลมสมิหลาที่มีสัญลักษณ์เป็นนางเงือกนั่งบนโขด
หินครั้นมองออกไปในทะเลก็จะเห็นเกาะอยู่ ๒ เกาะ คือ เกาะหนู และเกาะแมว ซึ่งมีนิทานพื้นบ้านเล่า
ต่อๆกันมาว่า มีพ่อค้าเรือสําเภาจีนผู้หนึ่งไปมาค้าขายที่เมืองสงขลาอยู่เป็นประจํา มีอยู่ครั้งหนึ่งเขาเห็น
แมวกับหมาน่ารักจึงซื้อไปเลี้ยงไว้บนเรือ แต่ขณะเดินทางแมวกับหมาอยากกลับเมืองสงขลา
และรู้ว่าพ่อค้ามีแก้ว วิเศษที่ช่วยไม่ให้จมน้ําได้ แมวจึงบังคับให้หนูไปขโมยแก้ววิเศษนั้นมาจนได้
แล้วหนูก็คาบแก้ววิเศษนั้นไว้ในปากพาแมวกับหมาเดินไปบนผิวน้ํา แต่พอใกล้จะถึงฝั่งแมวเกิด
อยากจะกินหนูขึ้นมาจีงไล่ตะครุบหนู หนูตกใจแก้ววิเศษหลุดจากปาก หนูกับแมวจึงจมน้ําตาย
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กลายเป็นเกาะหนู เกาะแมว ส่วนหมาว่ายน้ําเข้าฝั่งได้ก็หมดแรงตายเช่นกันกลายเป็นเขาตังกวน
และดวงแก้วก็กลายเป็น “หาดทรายแก้ว”
(นรบดี)
Rat Island and Cat Island
(Passage: the fable about Rat Island and Cat Island)
๕. สัญลักษณ์ของชายหาดแหลมสมิหลาคืออะไร
5. What is the landmark of Cape Similah?
๖. หากนักเรียนจะไปเที่ยวจังหวัดสงขลา นักเรียนจะต้องเดินทางไปภาคใดของประเทศไทย
6. If you want to travel to Songkla Province, which region of Thailand will you travel
to?
๗. ข้อความนี้กล่าวถึงสัตว์ชนิดใดบ้าง
7. How many kinds of animals are mentioned in the story?
๘. จากข้อความนี้ นักเรียนคิดว่าสัตว์ตัวใดกระทําสิ่งที่ไม่สมควร เพราะเหตุใด
8. Which animal in the story do you think did bad deed, and why?
เงินพดด้วง

เงินพดด้วงเป็นกษาปณ์ของไทยสกุลหนึ่ง ที่มีลักษณะแตกต่างจากกษาปณ์สกุลอื่นๆ ทั้งหมดมี
ลักษณะคล้ายตัวด้วงที่ขดอยู่ คนไทยรุ่นหลังจึงเรียกว่า “เงินขดด้วง” แล้วต่อมาได้เรียกเพี้ยนไปเป็น
“เงินพดด้วง” เริ่มทําขึ้นใช้ในเมืองศรีสัชนาลัย มีลักษณะคล้ายกําไล มีรอยบาก ๒ รอย เพื่อให้เห็น
เนื้อเงินภายใน และมีตราที่ประทับรับรอง ๓-๕ ตรา มีน้ําหนัก ๔ บาท เงินพดด้วงเป็นกษาปณ์ที่มีอายุ
ยืนยาวที่สุด เริ่มใช้ในสมัยศรีสัชนาลัย และมาสิ้นสุดในสมัยรัชกาลที่ ๕ แห่งกรุงรัตนโกสินทร์ รวมเวลา
กว่า ๖oo ปีทีเดียว
(นรบดี)
Podduang Coin
(Passage: the history of Podduang coin)
๙. เงินพดด้วง มีชื่อเรียกอีกอย่างว่าอะไร เพราะเหตุใด
9. What was the other name of Podduang coin, and why was it called that way?
๑o. การใช้เงินพดด้วงมาสิ้นสุดในยุคใด
10. In what era was Podduang coin no longer used?
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๑๑. ให้นักเรียนลองตั้งชื่อใหม่ให้เงินพดด้วง (หรือเงินขดด้วง)
โดยดูจากลักษณะที่บรรยายในข้อความนี้ พร้อมบอกเหตุผล
11. Create a new name for Podduang coin based on the description in the passage, and
give your reason for the new name.
๑๒. นักเรียนคิดว่าเหตุใดจึงต้องมีตราประทับรับรองบนกษาปณ์
12. Why do you think there must be a certified seal on coins?
หมากับเงา

หมาตัวหนึ่งขี้ขโมยโดยเชื้อชาติ
ข้ามสะพานแลลงในคงคา
ก้อนเนื้อในน้ํานั้นดูใหญ่ยิ่ง
หมายจะแบ่งชิ้นเนื้อจากหมาโซ
ในน้ําแล้วเนื้อเงาก็หายไป
คือของตัวและที่หวังตั้งจํานง

เข้าตลาดลักเนื้อวัววิ่งถลา
เกิดแต่ตาตนเห็นเป็นเงาโต
จึงสู้ทิ้งที่คาบด้วยยโส
ด้วยความโง่ครั้นทิ้งก้อนเนื้อลง
จมน้ําใสทั้งสองสิ่งประสงค์
ทำลายลงเพราะโลภหลงงมงาย
(นิทานอีสป)
The Dog and the Shadow
(Passage: the poem for an Aesop’s fable, the Dog and the Shadow)

๑๓. จากคําประพันธ์นี้ เงาในน้ําของก้อนเนื้อมีลักษณะอย่างไร
13. From the poem, how does the shadow of the meat in the water look?
๑๔. จากคําประพันธ์นี้ หมาตัวนี้มีลักษณะนิสัยอย่างไร ให้นักเรียนบอกมา ๒ ลักษณะ
14. From the poem, what are the characteristics of the dog? Write 2 characteristics.
๑๕. นักเรียนคิดว่าคําประพันธ์นี้ให้ข้อคิดคติสอนใจเรื่องอะไร
15. What moral do you get from reading the poem?
๑๖. ให้นักเรียนอธิบายคําว่า “ความโลภ” ตามที่นักเรียนเข้าใจ
16. Explain the word “greed” in your understanding.
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มาตราแม่กบ

มาตราในแม่กบ
บ ป พ ฟ ภ นอน
เหล่านี้ออกเสียงเหมือน
ท่องไปจะได้ย้ํา
ละโมบคือโลภมาก
รูป ภาพดูสวยดี
สังเขปคือการย่อ
ยีราฟเดินขากาง

เราจะพบตัวอักษร
วางเคียงไว้ที่ท้ายคํา
ที่เพื่อนๆ ออก บ จำ
ให้จําได้ใช้ด้วยดี
พฤษภฝากซากศพผี
ประทีป นี้ใช้นําทาง
สุภาพพอไม่ขัดขวาง
เขียนกราฟพลางนางท่องไป
(แม่บทมาตรฐาน ภาษาไทย ๔: เอกรินทร์ ลี่มหาศาล และคณะ)

Gob Spelling Rule
(Passage: the poem for teaching Gob spelling rule)
๑๗. ตัวอักษรใดบ้างที่อยู่ท้ายคําในแม่กบ
17. What are the alphabets at the end of words in Gob spelling rule?
๑๘. จากคําประพันธ์นี้ ให้นักเรียนเขียนคําในแม่กบที่ลงท้ายด้วยตัวอักษรที่แตกต่างกัน ๔ คำ
18. Write 4 words in Gob spelling rule from the poem that end with different alphabets.
๑๙. ให้นักเรียนเขียนคําในแม่กบ ที่ไม่ได้อยู่ในคําประพันธ์นี้ มา ๒ คำ
19. Write 2 words in Gob spelling rule that are not in the poem.
๒o. นักเรียนคิดว่าการเรียนแม่บทมาตรฐานมีประโยชน์หรือไม่ เพราะเหตุใด
20. Do you think learning spelling rules is useful or not, and why?
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PRETEST 1

คําถามสําหรับแบบทดสอบทักษะการอ่านจับใจความ ประถมศึกษาปีที่ ๕ ชุดที่ ๑
เนื้อหาจากหนังสือเรียนรายวิชาพื้นฐานภาษาไทย ภาษาพาที
บทที่ ๑ สายน้ํา สายชีวิต หน้า ๑-๕
Questions for Fifth-Grade Reading Comprehension Test (No. 1)
Based on content from Thai Language Arts textbook: Pasa Patee
Chapter 1 Sy Num Sy Cheewid, pages 1-5
๑. บทประพันธ์นี้เปรียบเทียบสิ่งใดกับสิ่งใด
1. In this poem, two things are compared. What are they?
๒. จากบทประพันธ์นี้ สายน้ําให้ประโยชน์ต่อสิ่งมีชีวิตประเภทใดบ้าง
2. In the poem, what are living things that benefit from Sy Num (river)?
๓. บทประพันธ์นี้กล่าวถึงน้ําลําธารมีต้นน้ํามาจากที่ใด
3. In the poem, where do streams come from?
๔. จากบทประพันธ์ มีการเปรียบเทียบน้ําใสเหมือนจิตใจคนอย่างไร
4. In the poem, what kind of a person’s mind is compared to clear water?
๕. การกล่าวเปรียบเทียบสายน้ํากับสายชีวิต มีทั้งหมดกี่บท
5. How many parts of the poem compare Sy Num (river) to Sy Cheewid (life)?
๖. ให้นักเรียนสรุปตามความเข้าใจจากบทประพันธ์ที่อ่าน ว่าสายน้ําเปรียบเหมือนสายชีวิตอย่างไร
6. From what you read in the poem, how is Sy Num (river) similar to Sy Cheewid
(life)? Write what you understand.
๗. ตามที่บรรยายในบทประพันธ์นี้ นักเรียนอยากเป็นสายน้ําแบบใด เพราะเหุตใด
7. Based on the poem’s description, what kind of Sy Num do you want to be, and why?
๘. นักเรียนได้ข้อคิดคติสอนใจอะไรจากบทประพันธ์นี้
8. What moral do you get from reading this poem?
๙. ตามที่นักเรียนเคยรู้มา คําว่า “ร้อยกรอง” หมายถึงอะไร บอกมาให้ชัดเจน
9. From what you have ever learned, what is “Roy Grong”? Explain clearly.
๑o. นักเรียนคิดว่าการอ่านร้อยกรองมีประโยชน์หรือไม่ เพราะเหตุใด บอกมาให้ชัดเจน
10. Do you think reading “Roy Grong” is useful or not, and why? Explain clearly.
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PRETEST 2

คําถามสําหรับแบบทดสอบทักษะการอ่านจับใจความ ประถมศึกษาปีที่ ๕ ชุดที่ ๒
เนื้อหาจากหนังสือเรียนรายวิชาพื้นฐานภาษาไทย ภาษาพาทีบทที่ ๑ อ่านเสริม น้ํา หน้า ๖-๗
Questions for Fifth-Grade Reading Comprehension Test (No. 2)
Based on content from Thai Language Arts Textbook: Pasa Patee
Chapter 1 supplementary reading, Num (Water), pages 6-7
๑. น้ํามีประโยชน์ในชีวิตประจําวันของนักเรียนอย่างไร ยกตัวอย่างมา ๔ ตัวอย่าง
1. What are some benefits of water in your daily life? Give 4 examples.
๒. น้ําในร่างกายคนมีประโยชน์อย่างไร ยกตัวอย่างมา ๒ ตัวอย่าง
2. What are some benefits of water in human body? Give 2 examples.
๓. เหตุใดจึงต้องมีการรณรงค์เพื่อช่วยกันประหยัดน้ํา
3. Why must there be the campaign to promote water saving?
๔. เรื่องที่อ่านกล่าวถึงโครงการในพระราชดําริด้านการพัฒนาแหล่งน้ํากี่โครงการ
4. From the reading, how many projects on water-resources development, initiated by
His Majesty the King, are mentioned?
๕. โครงการในพระราชดําริด้านการพัฒนาแหล่งน้ํามีอยู่ที่ใดในประเทศไทย
5. Where do projects on water-resources development, initiated by His Majesty the
King, exist in Thailand?
๖. ในแต่ละครอบครัวสามารถประหยัดน้ําขณะทําอะไรบ้าง บอกมา ๓ กิจกรรม
6. What are some activities each family can do to save water? Give 3 examples.
๗. ในขณะที่เรารดน้ําต้นไม้ หากเราปฏิบัติตามคําแนะนําจากเรื่องที่อ่าน จะช่วยประหยัดน้ําได้อย่างไร
7. If we do as advised in the reading when watering plants, how will it save water?
๘. นอกจากวิธีประหยัดน้ําจากเรื่องที่อ่าน ยังมีวิธีใดที่จะช่วยประหยัดน้ําอีก ยกตัวอย่างมา ๑ วิธี
8. What can be another method to save water besides what described in the reading?
๙. วันใดของทุกปีเป็น “วันน้ําโลก”
9. When is the world’s annual Water Day?
๑o. นักเรียนคิดว่า “ปัญหาภัยแล้ง” ที่ประเทศไทยกําลังประสบหมายถึงอะไร
10. What do you think is the meaning of the “drought problem” that Thailand is facing?
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PRETEST 3

คําถามสําหรับแบบทดสอบทักษะการอ่านจับใจความ ประถมศึกษาปีที่ ๕ ชุดที่ ๓
เนื้อหาจากหนังสือเรียนรายวิชาพื้นฐานภาษาไทยภาษาพาทีบทที่ ๒ครอบครัวพอเพียงหน้า ๑๗-๒๓
Questions for Fifth-Grade Reading Comprehension Test (No. 3)
Based on content from Thai Language Arts Textbook: Pasa Patee
Chapter 2 Krobkrua Popeang (Sufficiency Family), pages 17-23
๑. นักเรียนคิดว่าการเป็นครอบครัวพอเพียงดีหรือไม่ เพราะเหตุใด
1. Do you think being a sufficiency family is good or not, and why?
๒. ครอบครัวของนักเรียนเป็นครอบครัวพอเพียงหรือไม่ เพราะเหตุใด
2. Do you think your family is a sufficiency family or not, and why?
๓. บ้านของป้านิดปลูกอยู่ใกล้ภูมิประเทศแบบใด
3. What is the type of terrain that Aunt Nid’s house is located near?
๔. อาหารกลางวันที่บ้านป้านิดมีกี่อย่าง
4. How many kinds of food did Aunt Nid cook for lunch?
๕. ที่บ้านของนักเรียนหรือบริเวณใกล้เคียง ปลูกพืช ผัก หรือผลไม้อะไร ยกตัวอย่างมา ๓ ชนิด
5. What kinds of plant, vegetable or fruit are grown in your home area or the area
nearby? Give 3 examples.
๖. ให้นักเรียนยกตัวอย่างผัก ดอกไม้ และผลไม้ที่ป้านิดปลูกประเภทละ ๑ อย่าง
6. For vegetables, flowers and fruits that Aunt Nid grows, give one example of each
kind.
๗. ลุงวินขุดสระเก็บกักน้ําฝนไว้เพื่ออะไร
7. Why does Uncle Win dig a pond to keep rainwater?
๘. น้ําหมักชีวภาพใช้ทําอะไรได้บ้าง บอกมา ๓ ตัวอย่าง
8. What can bio-fermented water be used for? Give 3 examples.
๙. เมฆบอกฝนว่าปุ๋ยหมักดีกว่าปุ๋ยเคมีอย่างไร
9. Based on what Mek tells Fon, how is bio-fertilizer better than chemical fertilizer?
๑o. นักเรียนคิดว่าธรรมชาติมีคุณต่อเราอย่างไรบ้าง
10. How do you think the nature benefits us?
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POSTTEST 1

คําถามสําหรับแบบทดสอบทักษะการอ่านจับใจความ ประถมศึกษาปีที่ ๕ ชุดที่ ๔
เนื้อหาจากหนังสือเรียนรายวิชาพื้นฐานภาษาไทย ภาษาพาทีบทที่ ๔ ภัยเงียบ หน้า ๕๕-๖๒
Questions for Fifth-Grade Reading Comprehension Test (No. 4)
Based on content from Thai Language Arts textbook: Pasa Patee
Chapter 4 Pi-Ngeab (Silent Danger), pages 55-62
๑. นอกจากคอมพิวเตอร์ นักเรียนสามารถหาข้อมูลและความรู้ได้จากที่ใดบ้าง บอกมา ๒ ตัวอย่าง
1. Besides a computer, where else from which you can obtain information and
knowledge? Give 2 examples.
๒. หากไม่ใช้คอมพิวเตอร์ มีกิจกรรมใดที่นักเรียนสามารถทําเพื่อความเพลิดเพลินได้ที่บ้าน บอกมา ๓
กิจกรรม
2. Besides using a computer, what can be 3 activities you do for pleasure at home?
๓. ใครสอนแพนใช้คอมพิวเตอร์
3. Who taught Pan to use a computer?
๔. เพราะเหตุใดแพนจึงไม่ชอบอยู่หน้าจอคอมพิวเตอร์นานๆ บอกมา ๒ เหตุผล
4. Why does Pan not like to spend long hours on a computer? Give 2 reasons.
๕. แพนใช้คอมพิวเตอร์ช่วยแม่และเพื่อนทําอะไรบ้าง
5. What are the things Pan do to help mom and friends by using a computer?
๖. ทําไมช่วงหลังพี่ต่ายถึงไม่ค่อยได้คุยกับแพนทางเว็บไซต์
6. Why does Ty rarely chat on the Internet with Pan lately?
๗. นักเรียนคิดว่าการที่แพนให้พี่เจี๊ยบขอยืมเงิน ดีหรือไม่ เพราะเหตุใด
7. Do you think it is good or not that Pan lends money to Jeab, and why?
๘. นักเรียนคิดว่าพี่เจี๊ยบเป็นคนดีหรือไม่ เพราะเหตุใด
8. Do you think Jeab is a good person or not, and why?
๙. ตัวละครในเรื่องที่เจอภัยเงียบจากการใช้คอมพิวเตอร์คือใครบ้าง
9. Who are the characters in the story that face Pi-Ngeab from using a computer?
๑o. นักเรียนคิดว่าทําไมเราจึงควรระวังคนแปลกหน้าที่เข้ามาสนทนาด้วยทางเว็บไซต์
10. Why do you think you should be beware of strangers that chat with you on the
Internet?
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POSTTEST 2

คําถามสําหรับแบบทดสอบทักษะการอ่านจับใจความ ประถมศึกษาปีที่ ๕ ชุดที่ ๕
เนื้อหาจากหนังสือเรียนรายวิชาพื้นฐานภาษาไทย วรรณคดีลํานํา
บทที่ ๒ กระเช้าของนางสีดา หน้า ๒๑-๓๐
Questions for Fifth-Grade Reading Comprehension Test (No. 5)
Based on content from Thai Language Arts Textbook: Wanakadee Lumnum
Chapter 2 Grachow Kong Nangseeda (Nangseeda’s Basket), pages 21-30
๑. ให้นักเรียนบอกชื่อนิทานที่นักเรียนเคยอ่านมา ๒ เรื่อง ที่ไม่ใช่เรื่องกระเช้าของนางสีดา
1. Write 2 names of the fables you have ever read that is not Grachow Kong Nangseeda.
๒. ให้นักเรียนบอกลักษณะของพรายไม้และพรายน้ําในนิทานเรื่องนี้มา ๒ ลักษณะ
2. What are the characteristics of Pry My and Pry Num in this story? Write 2
characteristics.
๓. เด็กหญิง ขันทอง นพกุล มีลักษณะอะไรที่แสดงว่าเป็นคนดี บอกมา ๒ ลักษณะ
3. What are the characteristics of Miss Kuntong Nopakul that show she is a good girl.
Write 2 characteristics.
๔. เหตุการณ์ที่ชาลีเห็นเกิดขึ้นในเวลาใด
4. What is the time the event that Charlie sees happen?
๕. ในเรื่องนี้พรายไม้กับพรายน้ําเล่นอะไรกัน
5. In this story, what do Pry My and Pry Num play together?
๖. จากเรื่องที่อ่าน นักเรียนคิดว่า “พรายไม้และพรายน้ํา” มีจริงหรือไม่ เพราะเหตุใด
6. From this story, do you think Pry My and Pry Num are real or not, and why?
๗. ใครเล่าเรื่องเกี่ยวกับที่มาของต้นกระเช้าสีดาให้เด็กหญิง ขันทอง ฟัง
7. Who tells the story of Grachow Seeda tree to Kuntong?
๘. “นางสีดา” เป็นตัวละครในวรรณคดีเรื่องใด
8. What is the literature in which “Nangseeda” is a character?
๙. จากที่อ่าน “กระเช้าสีดา” มีจริงหรือไม่ เพราะเหตุใด
9. From the read story, “Grachow Seeda” is real or not, and why?
๑o. นักเรียนเคยทํา “ความดี” อะไรบ้าง ยกตัวอย่างมา ๓ ตัวอย่าง
10. What “good deed” have you ever done? Give 3 examples.
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POSTTEST 3

คําถามสําหรับแบบทดสอบทักษะการอ่านจับใจความ ประถมศึกษาปีที่ ๕ ชุดที่ ๖
เนื้อหาจากหนังสือเรียนรายวิชาพื้นฐานภาษาไทย ภาษาพาที
บทที่ ๕ ประชาธิปไตยใบกลาง หน้า ๗๓-๘๑
Questions for Fifth-Grade Reading Comprehension Test (No. 6)
Based on content from Thai Language Arts textbook: Pasa Patee
Chapter 5 Prachatipatai Bi Glang, pages 73-81
๑. จากข้อความที่ว่า “หน้าตาอาจใสซื่อ ใจนั้นหรืออาจพลิกผัน” หมายความว่าอย่างไร
1. What do you think the line “หน้าตาอาจใสซื่อ ใจนั้นหรืออาจพลิกผัน” means?
๒. นักเรียนเข้าใจความหมายของ “การเลือกตั้ง” ว่าอย่างไร จงอธิบาย
2. How do you understand the meaning of “an election”? Please explain.
๓. หากให้นักเรียน “คิดคํา” ที่ใช้บ่งบอกลักษณะนิสัยที่ไม่ดีของมีดี นักเรียนจะใช้คําใด
ที่นอกเหนือจากคําในเรื่องที่อ่าน
3. “Think of a word” to describe Meedee’s bad behaviors. What word will you use?
๔. การกระทําใดของภาณุ ที่แสดงให้เห็นว่าภาณุเป็นคนดี ยกตัวอย่างมา ๒ ตัวอย่าง
4. What does Panu do that show he is a good person? Give 2 examples.
๕. จากเรื่องกล่าวว่าภาณุเป็น “ลูกผู้ชายที่แท้จริง” เพราะเหตุใด
5. What exactly does Panu do so that he is called “a real gentleman” in the story?
๖. แผนการ “ซื้อเสียง” ของมีดี คืออะไร
6. What is Meedee’s plan to “buy votes”?
๗. แผนการ “ซื้อเสียง” ของมีดีสําเร็จหรือไม่ เพราะเหตุใด
7. Is Meedee’s plan to “buy votes” successful or not, and why?
๘. การปกครองระบอบประชาธิปไตยของไทยมีใครเป็นประมุข
8. Who is the Head of State in Thailand’s democratic form of government?
๙. จากเรื่องที่อ่าน บุคคลที่จะทําให้ประเทศชาติรุ่งเรืองต้องมีคุณสมบัติใดบ้าง บอกมา ๒ คุณสมบัติ
9. From the story, what qualifications a person must have to make the nation
prosperous? Write 2 qualifications.
๑o. ให้นักเรียนยกตัวอย่างชื่อบุคคลที่ทําเพื่อประโยชน์ของประเทศไทยมา ๒ ชื่อ
10. Write 2 names of the persons who contribute to the Thai nation.
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!

แผนภาพ'

ถาม-ตอบ สัมพันธ์'
คำตอบอยู่ที่ไหนขึ้นอยู่กับ
ประเภทของคำถาม'
!

'

หมวด ข.'
คำตอบอยู่ในหัวฉัน'

หมวด ก.'
คำตอบอยู่ในเรื่องที่อ่าน'
คำถามที่คำตอบมีอยู่ในเรื่องที่
อ่าน แค่ต้องหาให้เจอ'
!
.!

คำถามที่คำตอบไม่อยู่ในเรื่องที่อ่าน '
ต้องใช้ความรู้หรือความคิดของฉันเอง
เพื่อตอบคำถาม'

!

คำถามประเภท ๑'
นั่นไง!&
คำตอบอยู่ในจุดเดียว'
จากเรื่องที่อ่าน '
คำตอบอยู่ นั่นไง! ดูจาก
ประโยคเดียว '
ก็เจอคำตอบแล้ว!

คำถามประเภท ๒'
ค้นคำตอบ&
คำตอบอยู่ใน ๒ จุดขึ้นไป
จากเรื่องที่อ่าน เช่นจาก
ต่างประโยค ต่างบรรทัด
ต่างย่อหน้า หรือต่างหน้า '
ฉันต้องรวบรวมมาเพื่อ
ตอบคำถามให้ครบถ้วน!

คำถามประเภท ๓'
อ่านแล้วคิด&
คำตอบไม่อยู่ในเรื่องที่อ่าน '
แต่ฉันต้องอ่านเรื่องให้เข้าใจ
ก่อน แล้วคิดต่อ '
แล้วจึงตอบแสดงความคิด
ด้วยคำพูดของฉันเอง '
โดยที่คำตอบต้องสะท้อนให้
เห็นว่าฉันเข้าใจเรื่องที่อ่าน'
'

Adapted from Question-Answer Relationships Cue Card (Raphael, 1986)

คำถามประเภท ๔'
ฉันคิดเอง&
คำตอบไม่อยู่ในเรื่องที่
อ่าน ฉันต้องใช้ความรู้
หรือความคิดของตัวเอง
มาตอบคำถาม '
โดยไม่ต้องดูจากข้อมูลใน
เรื่องที่อ่าน!
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!

Cue Card!
Question-Answer Relationships!
Where the answer is depends on !
the question type.!

!

!

Category B.!
The answer is in my head.!

Category A.!
The answer is in the story.!
The answer to the
question is in the story. I
only need to find it.!
!
.!

The answer to the question is
not in the story. I need to use
my knowledge or thought to
answer the question.!

!

Question Type 1!
Right There!!
The answer is in
one place in the
story.!
The answer is right
there in one
sentence.!

Question Type 2!
Search for Answer!

Question Type 3!
Read and Think!

The answer is in two or
more places in the story:
in different sentences, in
different lines, in
different paragraphs, or in
different pages.!

The answer is not in the
story. But, I need to read to
understand the story first.
Then, think further. !

I need to put them
together to answer the
question thoroughly.!

Then, answer the question
showing my thought in my
own words.!
The answer must show that I
understand the story.!
!

Adapted from Question-Answer Relationships Cue Card (Raphael, 1986)

Question Type 4!
On My Own!
The answer is not in the
story. I need to use my
own knowledge or
thought to answer the
question, without
having to look up
information in the story.!
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ถาม-ตอบ สัมพันธ์
นักเรียนฝึกในคาบอ่านจับใจความ ครั้งที่ ๑
ลําดับการสอนสําหรับครูใช้ฝึกนักเรียน

เรื่องที่ใช้ในการสอน กําเนิดผิดพ้นคนทั้งหลาย
จาก หนังสือเรียนรายวิชาพื้นฐาน ภาษาไทย วรรณคดีลํานํา ชั้นประถมศึกษาปีที่ ๕
ก่อนอ่าน
๑. แจกแผนภาพ ถาม-ตอบ สัมพันธ์ ให้นักเรียน และทบทวนประเภทคําถาม
๒. แจกใบงาน ถาม-ตอบ สัมพันธ์ ให้นักเรียน บอกนักเรียนว่าสําหรับคําถามจากเรื่องที่อ่านวันนี้
ให้นักเรียนเลือกประเภทคําถามโดยกาลงในใบงานเมื่อครูถาม
แล้วเขียนคําตอบเมื่อครูเฉลยประเภทคําถามแล้ว
๓. ให้นักเรียนเปิดหนังสือ วรรณคดีลํานํา หน้า ๑
๔. บอกนักเรียนว่า บทกลอนที่เราจะอ่านในวันนี้มาจากวรรณคดี

คำถาม: เท่าที่นักเรียนเข้าใจมา วรรณคดีหมายถึงอะไร
๕. ถามนักเรียนว่าคําถามนี้อยู่ในประเภทใด ให้นักเรียนทํามือประกอบ แล้วครูเฉลยประเภทคําถาม (๔
ฉันคิดเอง) แก้ไขความเข้าใจถ้ามีนักเรียนตอบผิด แล้วให้นักเรียนเขียนคําตอบลงใบงาน

คำตอบ: ไม่อยู่ในเรื่องที่อ่าน นักเรียนตอบตามความรู้ที่มีโดยยังไม่ต้องอ่านเรื่อง
๖. นักเรียนอ่านออกเสียงชื่อเรื่องพร้อมกัน

คำถาม: อ่านชื่อเรื่องแล้ว นักเรียนคิดว่าเรื่องนี้น่าจะเกี่ยวกับคนที่เกิดมาเป็นอย่างไร
๗. ถามนักเรียนว่าคําถามนี้อยู่ในประเภทใด ให้นักเรียนทํามือประกอบ แล้วครูเฉลยประเภทคําถาม
(๓ อ่านแล้วคิด) แก้ไขความเข้าใจถ้ามีนักเรียนตอบผิด แล้วให้นักเรียนเขียนคําตอบลงใบงาน

คำตอบ: ไม่อยู่ในเรื่องที่อ่าน นักเรียนตอบตามที่ตีความจากการอ่านชื่อเรื่อง
ระหว่างอ่าน
๘. นักเรียนอ่านออกเสียงหน้า ๑ และ ๒ พร้อมกัน

คำถาม: ตัวละครที่คุยกันผ่านจอคอมพิวเตอร์คือใครกับใคร
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๙. ถามนักเรียนว่าคําถามนี้อยู่ในประเภทใด ให้นักเรียนทํามือประกอบ
แล้วครูเฉลยประเภทคําถาม (๒ ค้นคําตอบ) แก้ไขความเข้าใจถ้ามีนักเรียนตอบผิด
แล้วให้นักเรียนเขียนคําตอบลงใบงาน
คำตอบ: ชาลีกับผมแกละ

คำถาม: เว็บไซต์ของผมแกละชื่ออะไร
๑o. ถามนักเรียนว่าคําถามนี้อยู่ในประเภทใด ให้นักเรียนทํามือประกอบ แล้วครูเฉลยประเภทคําถาม
(๑ นั่นไง!) แก้ไขความเข้าใจถ้ามีนักเรียนตอบผิด แล้วให้นักเรียนเขียนคําตอบลงใบงาน

คำตอบ: โลกวรรณคดีดอตคอม
คำถาม: อ่านถึงตรงนี้ คนที่เกิดมาผิดแผกแตกต่างจากคนทั้งหลายเกิดมาเป็นอะไร
๑๑. ถามนักเรียนว่าคําถามนี้อยู่ในประเภทใด ให้นักเรียนทํามือประกอบ แล้วครูเฉลยประเภทคําถาม
(๑ นั่นไง!) แก้ไขความเข้าใจถ้ามีนักเรียนตอบผิด แล้วให้นักเรียนเขียนคําตอบลงใบงาน

คำตอบ: หอยสังข์
๑๒. นักเรียนอ่านออกเสียงย่อหน้าแรก หน้า ๓ พร้อมกัน
๑๓. ครูอ่านกลอนหน้า ๓ ให้นักเรียนฟัง ครูให้นักเรียนไล่นิ้วในหนังสือตามที่ครูอ่าน
๑๔. นักเรียนหญิงอ่านออกเสียงกลอนหน้า ๔ พร้อมกัน ๒ ย่อหน้า
นักเรียนชายไล่นิ้วในหนังสือตามที่เพื่อนๆ อ่าน

คำถาม: มเหสีของพระราชาชื่อว่าอะไร
๑๕. ถามนักเรียนว่าคําถามนี้อยู่ในประเภทใด ให้นักเรียนทํามือประกอบ แล้วครูเฉลยประเภทคําถาม
(๑ นั่นไง!) แก้ไขความเข้าใจถ้ามีนักเรียนตอบผิด แล้วให้นักเรียนเขียนคําตอบลงใบงาน

คำตอบ: นางจันท์เทวี
คำถาม: มเหสีของพระราชาประสูตรพระโอรสออกมาเป็นอะไร
๑๖. ถามนักเรียนว่าคําถามนี้อยู่ในประเภทใด ให้นักเรียนทํามือประกอบ แล้วครูเฉลยประเภทคําถาม
(๑ นั่นไง!) แก้ไขความเข้าใจถ้ามีนักเรียนตอบผิด แล้วให้นักเรียนเขียนคําตอบลงใบงาน
คำตอบ: หอยสังข์
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คำถาม: ตัวอิจฉาในเรื่องชื่ออะไร และเป็นอะไรกับพระราชา
๑๗. ถามนักเรียนว่าคําถามนี้อยู่ในประเภทใด ให้นักเรียนทํามือประกอบ
แล้วครูเฉลยประเภทคําถาม (๒ ค้นคําตอบ) แก้ไขความเข้าใจถ้ามีนักเรียนตอบผิด
แล้วให้นักเรียนเขียนคําตอบลงใบงาน
คำตอบ: นางจันทา เป็นพระสนม
คำถาม: เหตุใดท้าวยศวิมลจึงขับไล่นางจันท์เทวีกับลูกน้อยหอยสังข์ออกจากเมือง
๑๘. ถามนักเรียนว่าคําถามนี้อยู่ในประเภทใด ให้นักเรียนทํามือประกอบ แล้วครูเฉลยประเภทคําถาม
(๑ นั่นไง! ก็ได้เพราะอยู่ใน ๑ ประโยค หรือ ๒ ค้นคําตอบก็ได้เพราะคําตอบอยู่ใน ๒ บรรทัด
ที่ย่อหน้าแรก หน้า ๓) แก้ไขความเข้าใจถ้ามีนักเรียนตอบผิด แล้วให้นักเรียนเขียนคําตอบลงใบงาน
คำตอบ: เพราะนางจันทายุให้โหรทํานายว่าพระโอรสในหอยสังข์จะทําให้บ้านเมืองล่มจม
๑๙. นักเรียนชายอ่านออกเสียงกลอนที่เหลือหน้า ๓ ต่อด้วยกลอนหน้า ๕ และ ๖ พร้อมกัน
นักเรียนหญิงไล่นิ้วในหนังสือตามที่เพื่อนๆ อ่าน
๒o. นักเรียนทั้งหมดอ่านออกเสียงร้อยแก้วหน้า ๖ พร้อมกัน

คำถาม: เมื่อนางจันท์เทวีกับลูกน้อยหอยสังข์เดินทางถึงในป่า ใครเป็นคนมาช่วยให้ได้มีที่พักอาศัย
๒๑. ถามนักเรียนว่าคําถามนี้อยู่ในประเภทใด ให้นักเรียนทํามือประกอบ แล้วครูเฉลยประเภทคําถาม
(๑ นั่นไง!) แก้ไขความเข้าใจถ้ามีนักเรียนตอบผิด แล้วให้นักเรียนเขียนคําตอบลงใบงาน
คำตอบ: ตากับยายชาวบ้านป่า
หลังอ่าน
คำถาม: เท่าที่อ่านมา นักเรียนคิดคาดเดาว่าเรื่องจะเป็นอย่างไรต่อไป
๒๒. ถามนักเรียนว่าคําถามนี้อยู่ในประเภทใด ให้นักเรียนทํามือประกอบ แล้วครูเฉลยประเภทคําถาม
(๓ อ่านแล้วคิด) แก้ไขความเข้าใจถ้ามีนักเรียนตอบผิด แล้วให้นักเรียนเขียนคําตอบลงใบงาน

คำตอบ: ยังไม่อยู่ในเรื่องที่อ่าน นักเรียนตอบตามที่คาดเดาจากเรื่องที่อ่านมาถึงตรงนี้
๒๓. ครูสรุปเรื่อง และชมเชยนักเรียน แล้วให้นักเรียนกลับบ้านไปอ่านต่อ ดูว่าจะตรงกับที่คาดเดาไหม
๒๔. ครูเก็บแผนภาพ ถาม-ตอบ สัมพันธ์ คืนจากนักเรียน ให้นักเรียนส่งใบงาน
ใครยังไม่เสร็จให้ส่งตามวันเดียวกัน
หมายเหตุ:
๑. เมื่อนักเรียนทํามือประกอบประเภทคําถามที่ ๑ และ ๒ ในการชี้ที่หนังสือ ครูบอกให้นักเรียนชี้ไปที่คําตอบที่หาเจอ
๒. สําหรับนักเรียนที่อ่านช้า ครูจัดเพื่อนที่อ่านคล่องให้ช่วยไล่นิ้วในหนังสือให้ดูตามเวลาอ่านออกเสียง
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Question-Answer Relationships
Guided Practice 1
Teacher’s Teaching Sequence

Story Title: Gumnerd Pidpon Kon Tunglye
Based on content from Thai Language Arts textbook: Wannakadee Lumnum Grade 5
Before reading
1. Give QAR cue cards to students and review the 4 question types.
2. Give QAR worksheets to students. Tell students that for each question asked, students
are to choose a question type by checking a box on the worksheet, and write the answer
to the question after teacher reveals the correct choice of question type.
3. Tell students to look at page 1 of Wannakadee Lumnum textbook.
4. Tell students that the poem they will read today was drawn from literature.

Question: What is the meaning of literature in your understanding?
5. Ask students what type of question it is. Have students show the finger representation
of the question type. Reveal the correct question type (4 On My Own). Correct
misunderstanding, if any. Then, tell students to write the answer on the worksheet.

Answer: Not in the reading. Students are to use their individual knowledge to answer the
question.
6. Tell students to read the story title together.

Question: Based on the story title, what kind of the person do you think was born?
7. Ask students what type of question it is. Have students show the finger representation
of the question type. Reveal the correct question type (3 Read and Think). Correct
misunderstanding, if any. Then, tell students to write the answer on the worksheet.

Answer: Not in the reading. Students are to answer based on their individual
interpretations from the story title.
During reading
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8. Tell students to read pages 1 and 2 together.

Question: Who are the two characters that chat through the computer screen?
9. Ask students what type of question it is. Have students show the finger representation
of the question type. Reveal the correct question type (2 Search for Answer). Correct
misunderstanding, if any. Then, tell students to write the answer on the worksheet.

Answer: Charlie and Pomkleh
Question: What is the name of Pomkleh’s website?
10. Ask students what type of question it is. Have students show the finger
representation of the question type. Reveal the correct question type (1 Right There).
Correct misunderstanding, if any. Then, tell students to write the answer on the
worksheet.

Answer: Lokewannakadee.com
Question: Up to this point in the story, what was the born-different person born as?
11. Ask students what type of question it is. Have students show the finger
representation of the question type. Reveal the correct question type (1 Right There).
Correct misunderstanding, if any. Then, tell students to write the answer on the
worksheet.

Answer: hoy-sung (a conch)
12. Tell students to read the passage in paragraph 1 of page 3 together.
13. Teacher reads the poem on page 3 to students. Teacher tells students to track fingers
on the page as teacher is reading.
14. Tell girl students to read 2 paragraphs of the poem on page 4 together, and boy
students to track fingers on the page as peers are reading.

Answer: What is the name of the king’s ma-hey-see (first wife)?
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15. Ask students what type of question it is. Have students show the finger
representation of the question type. Reveal the correct question type (1 Right There).
Correct misunderstanding, if any. Then, tell students to write the answer on the
worksheet.

Answer: Juntawee
Question: What was the king’s son born as?
16. Ask students what type of question it is. Have students show the finger
representation of the question type. Reveal the correct question type (1 Right There).
Correct misunderstanding, if any. Then, tell students to write the answer on the
worksheet.

Answer: hoy-sung (a conch)
Question: What is the name of the jealous character, and what is she to the king?
17. Ask students what type of question it is. Have students show the finger
representation of the question type. Reveal the correct question type (2 Search for
Answer). Correct misunderstanding, if any. Then, tell students to write the answer on the
worksheet.

Answer: Junta, the king’s sa-nom (concubine)
Question: Why does the king expel Juntawee and her conch baby from the city?
18. Ask students what type of question it is. Have students show the finger
representation of the question type. Reveal the correct question type (1 Right There,
because the answer is in 1 sentence; or 2 Search for Answer, because the answer is in 2
lines in paragraph 1 of page 3). Correct misunderstanding, if any. Then, tell students to
write the answer on the worksheet.

Answer: Because Junta urged the astrologer to predict that the conch baby would bring
the country disaster.
19. Tell boy students to read the rest of the poem on page 3, followed with the poem on
pages 5 and 6. Tell girl students to track fingers on the pages as peers are reading.
20. Tell the whole class to read the passage after the poem on page 6 together.
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Question: When Juntawee and her conch baby arrive in the wood, who give them a
shelter?
21. Ask students what type of question it is. Have students show the finger
representation of the question type. Reveal the correct question type (1 Right There).
Correct misunderstanding, if any. Then, tell students to write the answer on the
worksheet.

Answer: The village grandpa and grandma.
After reading
Question: Having read to this point in the story, what do you predict will happen next?
22. Ask students what type of question it is. Have students show the finger
representation of the question type. Reveal the correct question type (3 Read and Think).
Correct misunderstanding, if any. Then, tell students to write the answer on the
worksheet.

Answer: Not yet in the reading. Students are to use information from what was read to
individually predict what will happen next in the story.
23. Summarize what was read. Give students praise for cooperation and good work.
Then, tell students to finish reading the story for homework, and to see if what they
predicted is true.
24. Collect QAR cue cards. Tell students to submit today’s worksheet. Tell students that
did not finish writing answers in class to submit the worksheet later today.
Note:
1. When students show finger representations for type-1 and type-2 questions, tell them to point to the answer that
they find in the story.
2. For slow readers, arrange a fluent peer to support in finger tracking.
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APPENDIX L
EXAMPLE OF QAR WORKSHEET
WITH ENGLISH TRANSLATION
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ใบงาน ถาม-ตอบ สัมพันธ์
ชือ่ นักเรียน __________________ นามสกุล _________________________ ชั้น __________
ชื่อเรื่องที่อ่าน กําเนิดผิดพ้นคนทั้งหลาย ครั้งที่ ๑

วันที่ ______________________

เรื่องจาก หนังสือเรียน รายวิชาพื้นฐาน ภาษาไทย วรรณคดีลํานํา ชั้นประถมศึกษาปีที่ ๕
ให้นักเรียนกาเครื่องหมายในช่อง เพื่อบอกประเภทคําถาม โดยดูแผนภาพ ถาม-ตอบ สัมพันธ์
ประกอบ แล้วเขียนคําตอบลงในช่องว่าง
คําถามที่ ๑ เท่าที่นักเรียนเข้าใจมา วรรณคดีหมายถึงอะไร
☐ประเภท ๑ นั่นไง! ☐ประเภท ๒ ค้นคําตอบ ☐ประเภท ๓ อ่านแล้วคิด ☐ประเภท ๔ ฉันคิดเอง

คำตอบ ___________________________________________________________________
คําถามที่ ๒ อ่านชื่อเรื่องแล้ว นักเรียนคิดว่าเรื่องนี้น่าจะเกี่ยวกับคนที่เกิดมาเป็นอย่างไร
☐ประเภท ๑ นั่นไง! ☐ประเภท ๒ ค้นคําตอบ ☐ประเภท ๓ อ่านแล้วคิด ☐ประเภท ๔ ฉันคิดเอง

คำตอบ ___________________________________________________________________
คําถามที่ ๓ ตัวละครที่คุยกันผ่านจอคอมพิวเตอร์คือใครกับใคร
☐ประเภท ๑ นั่นไง! ☐ประเภท ๒ ค้นคําตอบ ☐ประเภท ๓ อ่านแล้วคิด ☐ประเภท ๔ ฉันคิดเอง

คำตอบ ___________________________________________________________________
คําถามที่ ๔ เว็บไซต์ของผมแกละชื่ออะไร
☐ประเภท ๑ นั่นไง! ☐ประเภท ๒ ค้นคําตอบ ☐ประเภท ๓ อ่านแล้วคิด ☐ประเภท ๔ ฉันคิดเอง

คำตอบ ___________________________________________________________________
คําถามที่ ๕ อ่านถึงตรงนี้ คนที่เกิดมาผิดแผกแตกต่างจากคนทั้งหลายเกิดมาเป็นอะไร
☐ประเภท ๑ นั่นไง! ☐ประเภท ๒ ค้นคําตอบ ☐ประเภท ๓ อ่านแล้วคิด ☐ประเภท ๔ ฉันคิดเอง

คำตอบ ___________________________________________________________________

189

คําถามที่ ๖ มเหสีของพระราชาชื่อว่าอะไร
☐ประเภท ๑ นั่นไง! ☐ประเภท ๒ ค้นคําตอบ ☐ประเภท ๓ อ่านแล้วคิด ☐ประเภท ๔ ฉันคิดเอง

คำตอบ ___________________________________________________________________
คําถามที่ ๗	
 มเหสีของพระราชาประสูตรพระโอรสออกมาเป็นอะไร
☐ประเภท ๑ นั่นไง! ☐ประเภท ๒ ค้นคําตอบ ☐ประเภท ๓ อ่านแล้วคิด ☐ประเภท ๔ ฉันคิดเอง

คำตอบ ___________________________________________________________________
คําถามที่ ๘ ตัวอิจฉาในเรื่องชื่ออะไร และเป็นอะไรกับพระราชา
☐ประเภท ๑ นั่นไง! ☐ประเภท ๒ ค้นคําตอบ ☐ประเภท ๓ อ่านแล้วคิด ☐ประเภท ๔ ฉันคิดเอง

คำตอบ ___________________________________________________________________
คําถามที่ ๙ เหตุใดท้าวยศวิมลจึงขับไล่นางจันท์เทวีกับลูกน้อยหอยสังข์ออกจากเมือง
☐ประเภท ๑ นั่นไง! ☐ประเภท ๒ ค้นคําตอบ ☐ประเภท ๓ อ่านแล้วคิด ☐ประเภท ๔ ฉันคิดเอง

คำตอบ ___________________________________________________________________
คําถามที่ ๑o เมื่อนางจันท์เทวีกับลูกน้อยหอยสังข์เดินทางถึงในป่า ใครเป็นคนมาช่วยให้ได้มีที่พักอาศัย
☐ประเภท ๑ นั่นไง! ☐ประเภท ๒ ค้นคําตอบ ☐ประเภท ๓ อ่านแล้วคิด ☐ประเภท ๔ ฉันคิดเอง

คำตอบ ___________________________________________________________________
คําถามที่ ๑๑ เท่าที่อ่านมา นักเรียนคิดคาดเดาว่าเรื่องจะเป็นอย่างไรต่อไป
☐ประเภท ๑ นั่นไง! ☐ประเภท ๒ ค้นคําตอบ ☐ประเภท ๓ อ่านแล้วคิด ☐ประเภท ๔ ฉันคิดเอง

คำตอบ ___________________________________________________________________
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QAR Worksheet
Student Name ____________________________________________ Class ____________
Title Gumnerd Pidpon Kon Tunglye (first half)

Date _____________________

Based on content from Thai Language Arts textbook: Wannakadee Lumnum Grade 5
For each question, check a box to choose a question type. You can use QAR cue card as
the guide. Then, write the answer to the question in the blank.
Question1 What is the meaning of literature in your understanding?
☐Type1 Right There ☐Type2 Search for Answer ☐Type3 Read and Think ☐Type4 On My Own

Answer ___________________________________________________________________
Question2 Based on the story title, what kind of the person do you think was born?
☐Type1 Right There ☐Type2 Search for Answer ☐Type3 Read and Think ☐Type4 On My Own

Answer ___________________________________________________________________
Question3 Who are the two characters that chat through the computer screen?
☐Type1 Right There ☐Type2 Search for Answer ☐Type3 Read and Think ☐Type4 On My Own

Answer ___________________________________________________________________
Question4 What is the name of Pomkleh’s website?
☐Type1 Right There ☐Type2 Search for Answer ☐Type3 Read and Think ☐Type4 On My Own

Answer ___________________________________________________________________
Question5 Up to this point in the story, what was the born-different person born as?
☐Type1 Right There ☐Type2 Search for Answer ☐Type3 Read and Think ☐Type4 On My Own

Answer ___________________________________________________________________
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Question6 What is the name of the king’s ma-hey-see (first wife)?
☐Type1 Right There ☐Type2 Search for Answer ☐Type3 Read and Think ☐Type4 On My Own

Answer ___________________________________________________________________
Question7	
 What was the king’s son born as?
☐Type1 Right There ☐Type2 Search for Answer ☐Type3 Read and Think ☐Type4 On My Own

Answer ___________________________________________________________________
Question8 What is the name of the jealous character, and what is she to the king?
☐Type1 Right There ☐Type2 Search for Answer ☐Type3 Read and Think ☐Type4 On My Own

Answer ___________________________________________________________________
Question9 Why does the king expel Juntawee and her conch baby from the city?
☐Type1 Right There ☐Type2 Search for Answer ☐Type3 Read and Think ☐Type4 On My Own

Answer ___________________________________________________________________
Question10 When Juntawee and her conch baby arrive in the wood, who give them a
shelter?
☐Type1 Right There ☐Type2 Search for Answer ☐Type3 Read and Think ☐Type4 On My Own

Answer ___________________________________________________________________
Question11 Having read to this point in the story, what do you predict will happen
next?
☐Type1 Right There ☐Type2 Search for Answer ☐Type3 Read and Think ☐Type4 On My Own

Answer ___________________________________________________________________
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APPENDIX M
FIDELITY OF IMPLEMENTATION
CHECKLIST FOR QAR
INSTRUCTION
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Fidelity of Implementation Checklist—QAR Instruction for Treatment Group
!
Observer____________________________ Date __________________________
Time _______________________________ Activity _______________________
No. Practice

Yes No Note

1.

Review the QAR cue card before reading

!

!

!

2.

Ask question(s) before reading

!

!

!

3.

Ask question(s) during reading

!

!

!

4.

Ask question(s) after reading

!

!

!

5.

Direct students to identify on the worksheet
the question type and the source of information

!

!

!

6.

Check for accuracy as a class

!

!

!

7.

Have students write the answer on the worksheet !

!

!

8.

Check for accuracy as a class

!

!

!

9.

On posttesting days, remind students
to use QAR when completing the test

!

!

!

Number of times in total

!

!

!

!
Additional Note:
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APPENDIX N
FIDELITY OF IMPLEMENTATION
CHECKLIST FOR TRADITIONAL
INSTRUCTION
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Fidelity of Implementation Checklist--Traditional Instruction for Control Group
!
Observer____________________________ Date __________________________
Time _______________________________ Activity _______________________
No.

Practice

Yes

No

Note

1.

Direct students to read the story

!

!

!

2.

Ask question(s) after reading

!

!

!

3.

Ask students to summarize the main idea

!

!

!

4.

Summarize the story for students at the end

!

!

!

5.

Have students write answers on the worksheet

!

!

!

Number of times in total

!

!

!

!
Additional Note:
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APPENDIX O
INTERVIEW QUESTIONS FOR STUDENTS
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INTERVIEW QUESTIONS FOR CONTROL GROUP
A: I want you to rate the level of difficulty in learning reading comprehension after
learning with Question-Answer Relationships. You can rate 1, 2, 3, 4, or 5. The rating of
1 means the least difficult. The rating of 5 means the most difficult. (I instructed the
students to each write the rating on a piece of paper. Then, I asked them to each show the
chosen rating and explain it.)
B: What did you find easy, and why?
C: What did you find difficult, and why?
D: When you have to answer comprehension questions in worksheets and tests? Please
explain your process.
E: What support would like from your teacher to improve your reading comprehension?
F: Is there anything else you would like to share about learning reading comprehension?
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INTERVIEW QUESTIONS FOR TREATMENT GROUP
A: Before starting our conversation, I want you to choose a picture that represents your
feelings about learning reading comprehension with Question-Answer relationships. I
will ask you to describe the meaning of the picture that each of you chose. (Each student
was provided with the same set of pictures. They were instructed to choose one picture
and place the chosen picture faced down so that other students in the group would not
see. Then, I asked each of the students to show their individually chosen pictures and
describe the pictures.)
B: Now, I want you to rate the level of difficulty in learning reading comprehension after
learning with Question-Answer Relationships. You can rate 1, 2, 3, 4, or 5. The rating of
1 means the least difficult. The rating of 5 means the most difficult. (I instructed the
students to each write the rating on a piece of paper. Then, I asked them to each show the
chosen rating and explain it.)
C: Do you think Question-Answer Relationships help with answering comprehension
questions? Why or why not?
D: After learning reading comprehension with Question-Answer Relationships, what do
you do when you have to answer comprehension questions in worksheets and tests?
Please explain your process.
E: Compared to when you learned reading comprehension the old way, how did you feel
when you have learned reading comprehension with Question-Answer Relationships?
F: Do you want to continue using Question-Answer Relationships? Why or why not?
G: What support would you like from your teacher if you want to continue using
Question-Answer Relationships?
H: What new things have you learned from Question-Answer Relationships that you
never knew before?
I: What question type did you find most notable, and why?
J: Do you think whether Question-Answer relationships can be used in other subjects? If
yes, what are they, and why?
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APPENDIX P
PICTURE REPRESENTATIONS OF THE
QAR EXPERIENCE FOR STUDENTS

Artifact for students: picture representation of QAR experience

Picture 1

Picture 2

Picture 3

Picture 4
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APPENDIX Q
INTERVIEW QUESTIONS FOR TEACHER
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A: With QAR, please share how you feel about teaching reading comprehension at
this point. (Also, the teacher was asked to rate the level of difficulty in teaching
comprehension from the least difficult (1) to the most difficult (5) and to explain her
rating.)
B: Please choose a picture to represent your thoughts and feelings about your experiences
learning reading comprehension with QAR. (The teacher was given time to choose a
picture.) Now, based on the picture that you chose, please describe your experience
teaching reading comprehension with QAR.
C: How do you think and feel about your student comprehension learning at this point?
D: Will you continue to use QAR to teach reading comprehension? Why or why not?
E: What support would you like from me if you continue to use QAR to teach reading
comprehension?
F: Is there anything you want to ask me about QAR?
G: Please share what new thing(s) you have learned from QAR that you never knew
before.
H: Are there any other subjects you think QAR can be used for? If yes, what are they?
I: What will be your suggestions if I conduct professional development on QAR for other
teachers?
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APPENDIX R
PICTURE REPRESENTATIONS OF THE
QAR EXPERIENCE FOR TEACHER

Artifact for teacher: picture representation of QAR experience

Picture 1

Picture 2

Picture 3

Picture 4

Picture 5
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